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ABSTRACT 
Psychologists have studied reading skills for two reasons: 
the first is simply curiosity for it represents an intellectual challenge 
to discover how a person makes sense of printed material. The 
second motive is a more practical one: to discover 'what' is 
learned, and need to understand 'how' learning is accomplished 
when the reader reads. The process of analyzing reading is indeed 
extremely complex and challenging. Huey (1903) observes that , 
"to completely analyze what we do when we read would almost be 
the acme of psychologists achievements, for it would be to 
describe very many of the most intricate, working of the human 
mind" (Huey, 1903:6). 
The conflicting definitions of reading and diversity of 
approaches to the understanding of reading process have their 
own corresponding pedagogical implications for the instructional 
strategies. These implications themselves are no less conflicting 
and controversial. 
Reading can broadly be defined as the ability to make sense 
of written or printed symbols. A reader uses the symbols to guide 
the recovery of information from his/her memory and subsequently 
uses the information to construct a plausible interpretation of the 
written message. Reading in this sense 'seems' to undeniably and 
incontrovertibly involve two necessary elements: a reader and a 
text. A third element is often important and influential, namely the 
writer: his purpose, how and why messages turn into texts. These 
texts are processed by the readers in an "interaction" of 
incontestably, the reader and the text and, equally plausibly, the 
reader and writer (Alderson and Urquhart, 1984). 
A number of models exist to understand the reading process. 
Models of reading, Prahlad (1984) argues, are concerned with the 
perceptual, linguistic and cognitive processes which come into play 
during the act of reading. Researchers who build models of the 
reading processes are interested in explaining their ideas 
meaningfully about the process of reading, so as to gain a better 
understanding of what reading involves and for developing greater 
insights into practice. 
The models are Goodman's model, Rumelhart's model and 
interactive models. The receptive process starts with the 
phonological or graphic display as input and it ends with meaning 
as output, but the efficient language user takes a direct route and 
touches the fewest bases necessary to get to the goal. 
The principles outlined above results in two basic models of 
information processing called "bottom-up" and "top-down" 
processing. The "bottom-up" processing suggests that in order to 
construct meaning the reader must begin with the individual letters 
and sound of the language and moves progressively to the higher 
stages of processing in a set order. The emphasis is on the printed 
page and what the reader extracts from the page, rather than a 
focus on what the reader brings to the page. The "top-down" 
models emphasize that readers begin with meaning and tend to 
use only minimal cues from the printed page. They rely 
predominantly on their prior knowledge of language and content in 
constructing meaning. 
With the present understanding of the reading process, a 
number of views exist. It is now more or less accepted that reading 
skills cannot be effectively tested by breaking them down into a 
number of distinct sub-skills, as there is strong evidence to show 
that it is a single skill (Lunzer 1979: 63). This may be true in the 
case of reading in the Lf because knowledge of the language 
already exists in the reader. In the case of reading in the L2, the 
reader's greatest handicap could be his lack of competence in the 
language. 
The present study attempted to evaluate the reading 
comprehension of undergraduate learners in AMU, Aligarh. 
Evaluating reading comprehension means dealing with a number 
of factors and learners variables. The study had been undertaken 
to study the process which the different readers engage in the 
different text types. This has been devised with a view to 
ascertaining the different levels of understanding the text. The 
observed differences were noted and the analysis was done for 
the different groups of undergraduates. This was then confirmed 
and the results arrived at. 
For the purpose of evaluating the testing of reading skills, 
questionnaire was served to our respondents. The questionnaire 
was divided into four parts. The different comprehension passage 
were given to both science and arts/social science group. Part I 
consisted of ten multiple choice questions. The multiple choice 
items were based on the comprehension passage with the aim at 
eliciting the comprehensibility of the learners. 
The second type of test which was administered was cloze 
test to measure the proficiency of the learners. Cloze tests have 
been a reliable and powerful testing procedure to assess the 
discrete items. The deletion of 6^ ^ item was aimed not at testing 
any one discrete item but was more integrative in nature. 
The third was the editing test where an error was introduced 
per line and the option was given for the correct answer. The aim 
was to diagnose the errors which had been incorporated. 
The fourth item was the recall passage, where the learners 
had to recall the comprehension passage and had to rewrite it. The 
analysis was done using Faigley and Witte's (1984) criterion of 
substitution, deletion, permutation, reformation and no change 
group. 
The results of the six groups were analyzed and compared 
with the help of the various tests. 
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Statement of Intent 
STATEMENT OF INTENT 
Reading as the ability to make sense of written or printed 
symbol has been a 'higher order perceptual process' which 
decodes the symbolic configuration in print, extracts the thought or 
idea out of it and matches them with the background knowledge or 
schemata of the reader for arriving at meaning. It involves an 
interaction between the reader and the text leading to 
comprehension of the writer's intent. The various definitions of 
reading and diversity of approaches to the understanding of 
reading process have pedagogical implications for the instructional 
strategies. The present research is an attempt in this direction. It 
focuses on improving the reading skills of the learners through 
listening tasks, for the exposure to listening tests/tasks helps the 
learners in reading comprehension. The present study merely 
evolves a programme to test the reading skills in ESL classes. It is 
to be assessed for the achievement of the specific objective of 
teaching reading skills to learners. 
The learners in the ESL classes are a heterogeneous group, 
with widely differing levels and range of English language 
proficiency, depending on their background. As a result, the 
difficulties of ESL learners appear to evolve not only from the 
contrast between Li and L2 but also from the constraints of the art 
of composing itself. The purpose of this study is to explore the 
following for investigation. 
(1) To assess the ESL learners' processes in reading and 
testing at the undergraduate level at AMU, Aligarh. 
(2) Comprehension and ESL reading. 
The present study consists of six chapters. 
Chapter One is The State of Art. An overview of reading 
research is presented in this chapter. Reading is a complex 
process and the failure to develop appropriate reading skills at the 
beginning stage of language teaching programme often impairs 
the learners' reading ability. Reading research points towards 
these crucial issues. 
The various definitions of reading, its analysis, description, 
nature and characterization and models and theories are 
discussed in Chapter Two. 
The reader in the process of reading, uses the symbols to 
guide the recovery of information from his/her memory as the 
ability to make sense of written or printed symbols and 
subsequently, uses the information to construct a plausible 
interpretation of the written message. This chapter not only 
provides the diversity of definitions of reading but also makes an 
attempt to specify the procedures by which each sub-process 
achieves its purpose and to describe how all of the separate units 
interact and work together within the whole process. With regard to 
models, Goodman's model, Rumelhart's model and interactive 
approaches have been discussed in this chapter. These models of 
reading are concerned with the perceptual, linguistic and cognitive 
processes that come into play during the act of reading. 
Chapter Three attempts to give an overview of evaluation 
and testing in reading comprehension. Studies point towards the 
various ways in which tests are conducted among the different 
levels of the learners. 
The methodology of the study was conducted to describe the 
testing of reading processes at the undergraduate level (boys and 
girls) in AMU, Aligarh and has been presented in Chapter Four. 
The study aimed at looking at reading comprehension by 
administering a number of different tests i.e. multiple choice test, 
cloze test, editing test and recall test. Data were collected from 90 
boys and 90 girls from science, social science and arts streams. 
The different groups of arts, social science, and science streams 
were administered a series of tests with a view to monitoring their 
reading comprehension. This was in the form of a questionnaire. 
The questionnaire carries four parts. Part one consists of 
multiple choice questions. Part two consists of cloze test items. 
Part three is the editing test, where the blanks gave them an option 
of correct and incorrect answers. Part four is the free recall test. 
Chapter Five provides an analysis, findings and the result of 
the study. The observed difference was noted and the analysis 
was done for the different groups of undergraduate students. 
Chapter Six provides the conclusion of the study. 
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Qhapter 1 
3tate of Rrt 
CHAPTER I 
STATE OF ART 
The ability to read, plays an important role in an individual's 
'quest for self-actualization'. According to Keppel^  (1964). 
"Every examination of the problem of 
our school, of poverty; every question 
raised by troubled parents about our 
school, every learning disorder 
seems to show some association with 
reading difficulty." 
The question, is to find out what precisely is meant by 
'reading'. 
Reading is a complex process and the failure to develop 
appropriate reading skills at the beginning stage of a stage of 
language teaching programme often impairs the learner's reading 
ability in that language almost permanently. The pedagogic 
implications of reading-instruction are equally challenging. Reading 
failures have, therefore, to be diagnosed properly and then 
remedied either by specialized instructional programmes or by 
providing for reading counseling and clinics (Bracken , 1972). The 
financially hard pressed educational systems in the developing and 
underdeveloped countries can ill-afford to provide such facilities 
and services. And yet, it is these countries that need the teaching 
of reading and other language skills most not only because of their 
appallingly low literacy levels but also because improvement in 
communicative abilities can go a long way in improving their 
economic conditions. 
The question, now arises as to what is really meant by 
'reading'. The answer to this question is the basis to any 
pedagogic endeavour directed at the teaching of reading. It is also 
essential to any understanding of the nature and implications of 
literacy. The written form of a language is a code in which the 
writer transcribes his message which itself is merely a codification 
of his thoughts into the given language of communication. Reading 
is thus process or activity that takes place at the receptive phase 
of a written. 
Reading can hardly ever mean the mere deciphering of the 
script. That would only be a superficial understanding of the 
reading process. More importantly, reading means the retrieval, by 
the reader, of the thoughts that the writer sought to communicate 
and possibly also include the reader's response to those thoughts. 
Reading as a process thus involves both the act of reading and the 
comprehension of meaning. But then, meaning and perception 
differ from person to person because of individual difference in 
personality, socio-economic and cultural factors. The contest of 
communication also determines the meaning of a particular 
message. Added to these is the basic fact that the encoding of a 
thought in a given language and the learner's cognitive as well as 
expressive competence in its use. This dimension of 
understanding of 'reading' becomes additionally intricate if the 
language of communication is a foreign or second language and 
not the learner's mother tongue. Further, unlike listening, reading 
is a necessary manifestation of literacy. 
Interdisciplinary concern for the meaning of reading and for 
the identification of elements constituting the reading process has 
been particularly noticed since the beginning of this century. Huey^ 
(1968) was among the first to exhort the reader to 'search' 
diligently for meaning by examining each word, phrase, and line, 
by blending together ideas, and by suspending judgment until all 
has been read' . What he obviously implied was that reading is not 
a mere mechanical act of identifying letters, word, phrases and 
sentences but that it also involves comprehension of what is read. 
It was E.L. Thorndike's paper on 'Reading as Reasoning' 
(Thornidke^, 1917) that has, had the maximum impact on the 
modern thinking on reading. Thorndike's concept of reading has 
been clearly explained in the following two paragraphs quoted from 
this paper: 
In correct reading (1) each word 
produces a correct meaning, (2) eacti sucti 
element of meaning is given a correct 
weight in comparison with others, and (3) 
the resulting ideas are examined and 
validated to make sure that they satisfy the 
mental set or adjustment or purpose for 
whose sake the reading was done. 
And, later. 
Understanding a paragraph is like solving a 
problem in mathematics. It consists in 
selecting the right elements of the situation 
and putting them together in the right 
relation, and also with the right amount of 
weight or influence or force for each. The 
mind is assailed as it were by every word in 
the paragraph. It must select, repress, 
soften, emphasize, complete and organize, 
all under the influence of the right mental 
set or purpose or demand. 
This thesis of Thorndike, drawn from an analysis of the 
answer given to five hundred students (between grades 5 and 8) 
was based on a fifty six words long passage that was 'syntactically 
a mutinous conundrum and semantically a veritable pitfall, 
challenging the reader to dissect, analyse and comprehend' 
(Stauffer^ 1971). It affected the subsequent understanding of the 
meaning of reading to a great extent. Later attempts to define 
reading have therefore mostly became a matter of agreeing or 
disagreeing with Thorndike' (Otto ,^ 1971). Those who agree with 
him (e.g., Gray^ 1956, Levin^ 1963; Russell and Fea^ 1963; 
Reed^°, 1965 to name only a few) place considerable emphasis on 
comprehension (i.e., meaning) in the reading process. Others, like 
Bloomfield^^ (1961), Fries^^  (1963), Wardaugh^^ (1968) and 
Venzezky^ "^  (1976), exclude comprehension for the definition of 
reading and emphasized the importance of the association of 
graphemes and phonemes. These linguists claimed that anything 
beyond decoding is not distinguished from thinking and therefore 
does not constitute any part of the reading process. 
One is almost tempted to infer therefore, that the entire 
debate on the meaning of reading, particularly during the last three 
decades or so, has taken place, exclusively between these who 
supported Thorndike and those who opposed him. Such a 
generalisation may, however, be rather too sweeping (Ciymer^ ,^ 
1968; Strang^^ 1967; Jenkinson^^ 1969). The fact is that far too 
many definitions of reading, all invariably only partially valid seems 
to exist, leading to the inevitable conclusion that much remains to 
be learnt about what reading is. As Clymer^ ^ (1968) pointed out; 
The range of definitions and 
descriptions of reading is great To 
some autliors, reading is responding orally 
to printed symbols. At tfie ottier end of ttie 
continuum, reading is viewed as resulting in 
a changed view of life which produces 
corresponding changes in behavior While 
most thoughtful persons would assign this 
latter outcome to the goals of education, 
not all would consider it a responsibility of 
the reading programme. 
Mortan Weiner and Ward Cromer^ ^ (1965) analyses the 
diversity of definitions of reading and found varying degrees of 
emphasis on (a) discrimination, identification and comprehension; 
(b) acquisition versus the final product of accomplished reading; 
(c) absolute versus relative criteria for good reading; and (d) the 
relation of language skills to reading skills. They (Weiner and 
Cromer^°, 1967) considered reading to be an integration of the two 
approaches of (i) identification of the letters of the alphabet and (ii) 
comprehension. 
According to Harris^^  (1969), the different views of the 
reading process can be grouped in to three classes. One is that 
reading is the visual perception of word forms and their meaning. 
The second is that reading is essentially a process of thinking or 
elaborating meaning in relation to printed symbols, and the third is 
that reading is a two-stage process which comprises both 
decoding printed symbols and comprehending written message 
once they are decoded. These views, according to him, differ 
'more in emphasis than in the components involved' since 
meaning and decoding are both inherent in each of these points of 
view. 
It will be an over simplification to suggest that the debate on 
reading has been carried on chiefly between linguists, on the one 
hand and psychologists on the other. The entire debate on the 
meaning of reading has been so confounding that clear -cut 
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distinctions between linguistic and psychological views have hardly 
ever existed. His detractors, Bloomfield^^ (1961) a linguist who 
became the chief among them, have been mostly structural 
linguists according to whom reading, is the same thing as listening. 
Understanding the nature of reading, therefore, necessitates 
an 'eclectic' approach (Jenkinson^^ 1969) wherein not only the 
fusion of linguistic and psychological insights but also their 
synthesis with insights from the philosophy of language and 
meaning is necessary. This implies that an understanding of 
language behavior as the basic element of human communicative 
activity is essential for a meaningful discussion of the nature and 
definition of reading. 
Two approaches are possible for the understanding of 
language behaviour. In one approach, attempts are made to 
identify the possible common features in all the languages. In the 
other approach, attempts are made to study the process of 
acquisition of language (the Li or mother tongue) by the child. 
Common to both these approaches is the search for language 
'universal' controversy in contemporary linguistics (Greenberg "^^ , 
1963) as discussions in the following section reveal. 
8 
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Qhapter 11 
Reading Qomprehension 
and ^ Strategies 
CHAPTER II 
READING COMPREHENSION AND STRATEGIES 
Reading has been variously defined as "a higher order 
perceptual process" (Gibson and Levin\ 1975:5) of decoding the 
symbolic configuration in print, extracting an idea or thought out of 
it and matching it with the reader's existing knowledge of the world 
to arrive at meaning. It has been described as an associative 
reasoning process that includes the mechanics of recognizing the 
symbols and the evocation of associations, in weaving together 
what the reader recreates and in understanding the ideas or 
information that the writer conveys (Foss and Hakes ,^ 1978). 
After decades of being thought of as 'passive' skill, reading 
has now been redefined as a 'receptive' skill. This term has gained 
more acceptance with an increased understanding of the process 
of reading. It has become clear that it is not a 'passive' process at 
all. The fact that it is a 'receptive' process implies that it is an 
'active' one. In order to receive a message efficiently, the reader 
has to interact with the text (Cooper and Petrosky ,^ 1975). In 
reading, this interaction takes the form of a vocal or sub-vocal 
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dialogue between the reader and writer. Thus, the term 'reading' 
implies at least a partial interaction and consequently, a partial 
comprehension of the writer's intent (Stauffer"^ , 1969). Hence there 
is a redundancy in the expression 'reading-comprehension'. 
Reading without even partial comprehension could only be termed 
'word-calling'. 
2.1 The Reading skill: Its nature and characterization-
Reading can be very broadly defined as the ability to make 
sense of written or printed symbols. A reader uses the symbols to 
guide the recovery of information from his/her memory and 
subsequently uses the information to construct a plausible 
interpretation of the written message. Reading in this sense 
'seems' to undeniably and incontrovertibly involve two necessary 
elements: a reader and a text. A third element is often important 
and influential, namely the writer: his purpose, how and why 
messages turn into texts. These texts are processed by the 
readers in an "interaction" of incontestably, the reader and the text 
and, equally plausibly, the reader and writer (Alderson and 
Urquhart^ 1984). 
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Reading is basically an "interactive" event as we have noted. 
The two key issues relevant for any research in reading activity 
are: 
(a) The factors involved in carrying on this "process" called 
reading. This considers reading as a "process" 
involving several interrelated, closely integrated, 
constituent factors, and 
(b) The observed and recorded "resultants" of a reading 
activity viz. to look upon reading as a "product", which 
demonstrates a quantum output measurable in terms 
of factors or elements learnt as a result of reading. 
Whether reading is looked upon as a "process" or a 
"product" in either case, it is amply evident and rather 
obvious, that the components of the skill in operation 
are, to make an understatement, for too many to 
analyze or to understand. Psychologists have studied 
reading skills for two reasons: one is simply curiosity 
for it represents an intellectual challenge to discover 
how a person makes sense of printed material. The 
second motive is a more practical one; to discover 
"what" is learned, and how to proceed and to 
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understand 'how' learning is accomplished when the 
reader reads. The latter motive is guided by a desire to 
understand the nature of the definitions, rules and 
procedures which are eventually used by accomplished 
readers to extract the meaning of the text, so as to use 
these as principles which can further be used as bases 
for improving techniques of teaching reading. 
The process is of analyzing the "what/how" of reading which 
is indeed extremely complex and hence very challenging. Huey^ 
(1903) observes that to completely analyze what we do when we 
read would almost be the psychologist's achievement, for it would 
be to describe many of the most intricate working of the human 
mind (Huey^ 1903). 
2.2 Purpose of Reading: 
According to Morris^ (1965) reading is the ability to get the 
message through the medium of written words. Smith^ (1978) 
defines reading as making sense of written language. It is a 
meaningful, purposeful and rational activity dependent on prior 
knowledge and expectations of the reader. He points to prior 
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knowledge and expectations of the reader. He points out four 
distinctive characteristic of reading purposeful, selective, 
anticipatory and is based on comprehension. The understanding 
which a reader brings to reading can only be manifested through 
his own intentions. It is selective because we normally attend to 
what is relevant to our purpose. It is anticipatory because we are 
rarely surprised by what we read. Our purposes define our 
expectation. It is based on comprehension because, despite an 
ever-present possibility of an ambiguity, the act (if not the content) 
rarely leaves us confused. Understanding is the basis of reading. 
For Widdowson^° (1985), reading is an integrated activity. It is a 
means whereby, we adjust our knowledge of the world to 
incorporate new information. We read to extend what we know and 
we assemble our thoughts and project them forward in prediction. 
In short, reading is an individualized activity which 
encourages students to exploit their precious knowledge. With this 
definition of reading in the background let us see how it helps the 
student to become self-learners. 
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2.3 Review of the descriptions of the nature of reading 
The use of language in its written medium in education is 
perhaps, as old as formal education itself. Extant records relating 
to language teaching data back to the Sumerians who probably 
created the first great civilization on earth, between the fifth and 
the second millennium B.C. Discussing the goals pursued in 
Sumerian education Titone remarks: "The first aim was to teach 
prospective scribes how to make use of the cuneiform character" 
(Titone^ \ 1968:5). It is only logical, therefore, that the teaching of 
reading has always been an essential part of formal language 
teaching. But a conscious interest in the activity of reading itself is 
of recent origin. The first important description of reading was 
given in 1917 by E.L. Thorndike^^ Thorndike put fonA/ard the view 
that 'reading was reasoning'. This description occurs in 
Thorndike's report of his study of the mistakes children made in 
answering questions on paragraph comprehension. The 
conclusion that Thorndike drew and the approach that he evolved 
in this study both came to have a trend setting effect on reading 
research. An important reason for this development was the fact 
that Thorndike was basically a psychologist and his view of 
reading came to be generally accepted by reading specialists most 
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of whom were people with an extensive background of psychology. 
On the lines of the approach suggested by Thorndike's study there 
has grown a whole new body of knowledge related to the activity of 
reading. F.B. Davis was one of the first to adopt this approach and 
later became its leading proponent. Discussing Davis' work 
CarrolP (1972:2) says that after listing several reading 
comprehension skills Davis^ "^  (1941) grouped them into nine 
'testable skills' which he later (Davis^ ,^ 1944) confirmed in a factor 
analytic study. Out of these nine skills, five have now been 
regarded as distinct and these have turned up in different forms in 
later studies, too: 
(i) Remembering word meanings; 
(ii) Following the structure of a passage; 
(iii) Finding answers to questions answered explicitly or 
in paraphrase; 
(iv) Recognizing a writer's purpose, attitude, tone, and 
mood; and 
(v) Drawing inferences from the content. 
.16 Gates (1949) argued that considering reading as merely a 
'thought getting process' was giving it too restricted a description. 
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"It should be developed", he said, "as a complex organization of 
patterns of higher mental processes. It can and should embrace all 
types of thinking, evaluating, imagining, reasoning, and problem 
solving". Guilford^^ (1960:176-182) put forward the view that 
reading was a confluence of convergent and divergent thinking. 
Russeir^ (1960:654-661) and Stauffer^^ (1965:74-75) seem to 
have incorporated Gates' as well as Guilford's views when they 
extrapolate the psychological analysis of the process of thinking 
directly to reading. They both favoured the view that reading 
involved associative thinking, convergent thinking, divergent 
thinking, problem solving, and creative thinking. This approach to 
reading, as we can see, attempted to describe the process of 
reading by skills that are considered essential requisites. Recent 
studies have attempted to establish the existence of 
distinguishable skills of reading such as those by Spearritt^° (1972) 
andPeters^^ (1967). 
The study of reading was for a considerable time the domain 
of reading experts. Linguists, especially of the American 
Structuralist School considered written language only as 
manifestation of speech. For these linguists the primary object of 
study was speech and written language was secondary. But when 
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linguists did turn their attention to reading they took up issues with 
the various descriptions. The activity of reading engaged people 
who had learnt to read and learning to read was considered to be 
of critical importance by the linguists. The problems related to 
comprehension were not considered to be serious at all. 
As early as 1942, Bloomfield proposed that the findings of 
linguistic research could profitably be used in the teaching of 
reading (Bloomfield^ ,^ 1941). This proposal formed the basis for 
the Bloomfield-Barnhart book, Let's Read: A Linguistic Approacti, 
published after Bloomfield's death in 1961. Bloomfield viewed 
reading as a skill of relating the sounds of spoken language to their 
symbols in writing: 
"In order to read alphabetic writing one must 
have an ingrained habit of producing the 
phonemes of one's language when one sees 
the written marks which conventionally 
represent the phonemes It is this habit 
which we must set up in child who is to 
acquire the art of reading. If we pursue any 
other course, we are merely delaying him until 
he acquires this habit inspite of our bad 
guidance." 
(Bloomfield and Barnhart2^1961: 26) 
It was essentially the same view that was put fon /^ard by 
Sofietti: 
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"Obviously, reading will be an easy or difficult 
skill to learn, depending on the ease or 
difficulty encountered by the individual in the 
perception and vocalization of written forms, 
that is: in recognizing what sounds the written 
forms are meant to spell". 
(Sofietti^^ 1955:70) 
An improvement over both Bloomfield's and Soffietti's 
approaches was C.C. Fries' approach put fonA/ard in his book. 
Linguistics and Reading (1963). Like Bloomfield, Fries also 
emphasized the importance of the code breaking aspects of 
learning to read: 
"The process of learning to read in one's 
native language is the process of transfer from 
the auditory signs for language signals, which 
the child had already learned, to the new 
visual signs for the same signals." 
(Fries^^ 1963:120) 
But Fries differed from Bloomfield in that he insisted on, what 
he called, 'complete meaning responses' from the time the child 
begins to learn to read. Fries asserted that what was of critical 
importance was not the spelling that Bloomfield recommended but 
the ability to make visual discriminations between whole words and 
between whole patterns or units of meaning. Fries' method was in 
fact a 'word method'. In a letter Fries said: 
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"Our approach is certainly not a phonic 
approach. It is not an approach that gives 
primary emphasis to decoding. We should 
have to insist that our type of approach gives 
primary emphasis to reading for meanings. 
Reading here suggested reading for meanings for one is 
concerned with lexical meanings of words, the structural meanings 
of sentences, and the cumulative meanings of the succession of 
sentences as connected by sequence signals into a 
unit..."(Chall^^ 1967:343). 
Although Fries spoke of 'meaning responses,' 
comprehension as a part of the reading process was not a 
problematic issue for him. Fries, like Bloomfield, believed that a 
child learning to read is subconsciously aware of the different kinds 
of meanings in his language and that meaning became accessible 
to him through the medium of print. As Wardaugh puts it, "Fries 
held the view that reading is a kind of high-speed recognition of 
meanings already familiar to the reader" (Wardaugh^'', 1968:24). It 
is not surprising, therefore, that the teaching materials based on 
the approaches of Bloomfield and Fries concentrated on the skill of 
code breaking. These materials, says Wardaugh^^1968 (p.25), 
"contain virtually no indication that the possible linguistic 
contribution to reading involves anything more than the systematic 
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introduction of regularities and irregularities of English spelling." 
Leferve in his book, Linguistics and tlie Teactiing of Reading 
(1964), identified the inadequacy of Bloomfield's and Fries' 
approach as consisting in their view of the word as the basic unit of 
language and reading. Teaching children to recognize words in 
lists, Leferve said, was to practice 'word calling'. Leferve proposed, 
instead, a 'sentence method' of teaching reading. Instead of 
starting a child on word patterns, Leferve would have hinn read 
sentence patterns present in his oral language and then take him 
on to more mature sentence patterns as his language developed. 
2.4 Reading: Its analysis and description: 
How can the process of reading be analyzed and described? 
The most common approach is to divide the process into a number 
of distinct sub skills each of which has a different function and a 
different mode of operation. Once the process has been analyzed 
an attempt can be made to specify the procedures by which each 
sub process achieves its purpose and to describe how all interact 
separately and work together within the whole (MitchelP, 1982: 2). 
The well-known and rather traditional - approach has been to allow 
learners to read a "text" e.g. words or short sentences or extended 
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paragraphs -then answer a set of questions which accompany the 
'text'. The test is further analyzed according to item analyses. 
Alternative approaches, different from the "traditional one" are 
also possible. 
The conflicting definitions of reading and diversity of 
approaches to the understanding of reading process have their 
own corresponding pedagogical implications for the instructional 
strategies. These implications themselves are no less and 
controversial. Some teachers believe in systematically planned 
programmes for the teaching of reading. Others believe in creating 
the necessary environment for learning. The former, obviously, 
emphasize the learning of perceptual skills (i.e. visual perception 
and discrimination) as proficiency in reading. According to them, 
this is largely a matter of forming the correct habits and receptive 
attitude. The latter, on the other hand, considers reading as purely 
incidental to learning. According to Smith^° (1970), for instance, 
children learn a great deal about reading without adult assistance 
or even adult awareness. He, therefore, believes that reading is 
best taught by children because the teaching of formal mechanics 
of reading is not only unnecessary but may even prove deleterious 
to progress at least in the initial stages. ChalP^ (1967) has 
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summarized the controversies on 'liow reading sliould be taught' 
very succinctly in the following words: 
...the many issues may be boiled down to 
one big question: Do children learn better 
with a beginning method that stresses 
meaning or with one that stresses learning 
the code? 
2.5 A "Skills-Hierarchy, Approach" to Reading 
Research into reading has attempted to discover whether 
reading is composed of sub skills that might be related to one 
another within a taxonomy or hierarchy of skills. Any such skills 
hierarchy approach' rests on the assumption that essential skills 
exist and can be taught. This, in turn, becomes a topic of study 
only if the skill constitutes 'observable and measurable behaviors', 
which in turn, can be viewed within the context of some terminal 
objective, and further, which are indeed as a necessary 
component of reading. 
The problem of the interdependency of different kinds of 
learning and the relationship of different aspects of learning a skill 
in a hierarchical model can be viewed in the following manner— at 
the top of the model is the final skill itself; on the next level are 
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the immediate prerequisites for learning tiiis skill, and below this 
are the preconditions for these new, lower-level skills. The addition 
of new levels continues until an arbitrary set of fundamental skills 
is reached. Nevertheless, the model-building exercise opened out 
the possibilities for analyzing major skills into their sub-
components and further, to consider each sub-component in terms 
of its constituent gbilities, and so on, and this in itself was a 
significant contribution to the practicing teacher as well as the 
research analyst. 
Typical of such taxonomies as Gagne's are those of Gagne 
(cited in Clymer^^ 1963), Thorndike^^ (1973) and Spearritt^ ^ 
(1972). Recent research, however, has failed to find evidence for 
the separate existence of these skills. Whatever the total number 
of distinct skills', however, they do not appear to be hierarchically 
structured nor have there been studies of optional sequences. 
2.6 Learning the form of Language in the Li acquisition 
process: 
Examining the Li acquisition process of individuals for clues 
Newmark^^ (1966) noted that 'role-models' performing linguistic 
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tasks, beyond the learner's own ability to perform at a given stage 
in their linguistic development, is an ever-present phenomenon 
(Winitz,^ ® 1981:34-48). After studying various Li acquisition 
process data, McNeill stated that children probably added new 
information to their linguistic competence mainly by 
comprehending speech (Winitz and Reeds '^', 1975:102). Listening 
to the phonological signals of language and understanding their 
meaning is the primary channel through which the linguistic 
properties of the language itself are acquired (Asher^ ,^ 1972; 
Winitz and Reeds^^ 1975; Krashen^°, 1978). 
This is because, it has been explained, that the inter-
relationship between components of a linguistic system, its 
grammatical rules, generative properties are complex and great in 
number. Hence, the acquisition of a particular element requires an 
understanding of many, often distantly related structures. As a 
consequence, "correct usage of a particular grammatical element 
cannot be acquired until a large part of the grammar of a language 
is understood" (Winitz'^ \ 1981:112 xiii). It has been noted that for 
long periods of time the Li learner may not use the language 
productively and remain at the level of receiving and 
understanding language. Attempts to produce language occurs 
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only when the learner has some message to convey. He, then, 
consciously searches in his already gained receptive competence 
of language, for an appropriate linguistic form. 
From these observations of the acquisition of formal 
properties in the Li-acquisition process, a few principles emerge: 
(i) Attending to, processing, and understanding the 
'meaning' of input-language promotes the acquisition of 
the formal properties of the language. 
(ii) Linguistic form is never taught or consciously learnt in the 
Liacquisition process. 
(Hi) Development of productive skills are influenced by the 
learner's familiarity, ease and confidence with the 
language. 
If the process of learning the formal properties of the Li are 
as noted and if the same process occurs in the case of L2, it 
follows that teaching sentence-based grammar does not give an 
effective base for teaching reading skills in the L2. The process of 
trying to understand texts in the L2 would facilitate subconscious 
acquisition of the formal properties of the language. As Winitz and 
Reeds'^ ^ (1981) have noted, the internalization of grammatical 
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rules solved at the level of reading comprehension provides the 
learner with skills to decode the syntactic rules of written texts. 
A knowledge of rhetorical devices for ESL level learners 
were found to be deficient in this. It is clear that teaching sentence-
based grammar is not the most effective base for teaching reading. 
One can now look at one of the new trends in teaching procedures 
that is expected to promote reading in the L2. 
2.7 Discourse Based Model 
This trend advocates the teaching of the various lexical, 
grammatical and rhetorical devices used in text cohesion (Horn'^ ,^ 
1971; Mackay^^ 1979; Mackay and Mountford^^ 1979). Mackay 
has said that the students' attention should be focused upon these 
discourse markers, and the meanings they introduce can be 
explained whenever they occur. Long lists of ' discourse markers', 
their notional categories, meanings, functions and linguistic 
realizations have all been drawn up for teaching purposes 
(Mackay"^ ^ et al. 1979; 88, 103). Exercises have been designed to 
teach learners these linguistic-markers by their labels and which 
require them to identify sentences in passages according to their 
functions. 
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This has disturbing parallels with the structural-approach of 
teaching labeled grammatical structures which failed to produce 
results. The only difference that can be seen is that while the 
structures sought to teach intra-sentential relationships of words 
and phrases, the discourse markers aimed to teach inter-sentential 
relationships. Horns''^ '' (1971) argument In support of teaching 
discourse-markers is that they could be contained in a fairly limited 
list of them. He is likely to be able to cope with most of the logical 
relationship he will find in his reading-for-information tasks. 
Lautamatti"^ ^ (1978) has argued that teaching reading based on the 
discourse of texts is imperfect because it may lead to mechanical 
analysis of text (Lautamatti^^ 1978: 98-99). 
This is also what Cooper and Petrosky^° (1975) referred to 
as the 'testing-model' of teaching reading because the exercises 
using discourse-makers can be done only if the learners already 
have reading skills. Teaching discourse-makers through texts is 
also unnatural because, a text, like the input Li acquisition 
process, is not geared to teaching them but meant to conveying 
meaning. Turning the students' attention to discourse markers 
would only serve to turn their attention away from the meaning in 
the text. 
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However, this does not mean that no help be given in 
understanding these linguistic elements of text. If in any context of 
reading, the learner has failed to comprehend text and this failure 
is a direct result of his ignoring or misunderstanding a structure or 
a discourse maker it could be explained to him. What is 
undesirable is teaching whole sets of discourse markers and more 
of 'remedial grammars'. 
It was already noted that once adolescence is reached, the 
storing of knowledge is fully in the form of abstract categories. The 
ESL learners who are young adults already have a number of 
years of formal education and it can be fairy assumed then their 
stored knowledge or schemata is fully in the form of abstract 
categories. The text is attended to because it contains 'meaning' 
and that this meaning can be understood only if the reader is able 
to use his own schemata. The learner has to understand the 
organization in the text and to be able to do this schemata-
relating. 
In skilled reading, the importance of seeing organization in 
the text has been emphasized (Gibson and Levin^\ 1974: 42,48 
Ibrahim^ ,^ 1979). Organization of ideas in texts involves ideas in 
words combining to form discourse patterns at the paragraph or 
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text level. Hence, sentences read word-by-word, even with full 
understanding of each word, does not convey any meaning 
because of a lack of knowledge of grammatical structure. In the 
same way, if a text is read sentence-by-sentence with full 
understanding of each sentence, lack of knowledge of text-
structure impedes comprehension. Both these cases are 
aggravated by short-term memory limitations as well. 
Thus, it is clear that seeing the organization of ideas in the 
text has to start from the highest abstract level, which the reader's 
schemata could identify. This enables him to have the 'optimum 
anchorage' and 'advance organizer' that Ausubel has talked of 
(Ausubel^ ,^ 1963). Once this abstract-level idea is seen by the 
reader, he is able to assign various sentence-level and paragraph-
level ideas to their appropriate slots within the main idea. The 
process of apprehending the main idea and understanding various 
sub-ordinate ideas given in text-features and the reader's 
schemata can be represented as follows: 
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Words and sentences of text 
Although parggraphs may convey a single unified aspect of 
the main idea being discussed in the text, this is not always so. 
Sentences within the same paragraph or clauses within a single 
sentence may sometimes convey different points of argument. In 
this way with an optimal anchorage established by identifying the 
main idea of text, sentences or different aspects of ideas could be 
differentiated by their inter- relationship and their relationship to the 
main idea, just as in any cognitive process. The higher-level 
abstract ideas once identified provide the content to be read with a 
'frame of reference' (Jbrahim "^^ , 1979). 
Context is the environment or setting within which an idea is 
expressed. In non-fictional texts, the context forms the overall 
theme or area of knowledge discussed and also the specific topic 
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discussed. In fictional or narrative texts, the time, place and 
background form the contextual environment. In these examples, 
knowledge of context is pre-supposed in a text. Awareness of 
context helps in identifying ideas at their various levels of 
organization (Ibrahim^^: 160, 177). 
Learners can be taught to identify the context by reading the 
title of text, topic sentences if any are given as sub-titles or from 
the total text by reading initial sentences of paragraphs. This will 
vary depending on the nature of texts. 
From the foregoing discussions on teaching the linguistic 
form of the L2 and the teaching of the learner to bring his schemata 
to bear upon text we have some directions to the teaching of 
reading skills. 
(i) In reading, the main idea of a text is important. This must 
be understood first, to form an anchor on the basis of 
which organization of the text could be seen, and to which 
subordinate ideas of text could be related to the context 
and must be identified, in order, to understand the main 
idea, 
(ii) Remedial grammar or discourse-makers need not be 
taught to the ESL learners because it can be expected 
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that the knowledge of the grammatical and discourse 
aspects of the L2 will be internalized through the problem-
solving tasks of reading. 
2.8 Coping with Reading in the L2 
In learning of reading in L2 the threshold-knowledge of the 
language, the schemata and the ability of the learner identify 
contexts, assumes importance. While reading for meaning with his 
threshold-level knpwiedge of the language, he could be 
encouraged to rely heavily on his existing knowledge of the idea 
discussed in the text and its context. As noted earlier, the learner's 
schemata would help him to fill in the learner's gaps in the text, of 
things which are not explicitly stated and he could use the context 
to fill in the gaps in his comprehension of text. 
These are the ways in which learners can be taught to see 
identifiable main ideas and to see the context in a text. Both these 
are expected to help him cope with reading the text and making up 
for the deficiencies in his knowledge of the linguistic form of the L2. 
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2.9 Linguistic and IVIetalinguistic Abilities in the Reading 
Skill: 
Learning to r6ad requires tine activation of multiple systems 
in the learner (Singer^ ,^ 1984a). Among them are linguistic 
awareness and metalinguistic ability. Linguistic awareness, though 
not well defined, has, among its manifestations the ability to 
perceive and segment words, syllables, and phonemes. This 
evidence shows that the development of these linguistic and 
metalinguistic systems is a prerequisite for success in learning to 
read. The learning systems at the younger ages does not require 
students to activate these systems overtly in order to succeed in 
the learning task; they only have to mobilize their capacity for 
associative thinking. In contrast, the older students, taught in 
groups, have to activate their linguistic and metalinguistic 
awareness systems to succeed in their more demanding rule-
based learning, a mode of learning that also places a great 
importance upon the higher level cognitive abilities of synthesis 
and analysis. 
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2.10 Theories of Reading 
Investigations on the different aspects of human 
communicative activity can be broadly grouped into three kinds of 
approaches linguistic anthropology, social psychology and 
mathematics. Language being one kind of human communicative 
activity, understanding language also has to follow a similar trend 
of approaches. Thus, as Leferve^^ (1966) pointed out: 
Linguistics, narrowly defined, can 
describe language as a structural system of 
interrelated parts, or constituents - language 
as a system of habits relating symbols to 
behaviour, and information theory and 
communication models, can describe 
language as a means of transmitting 
"information". 
Linguistics aims at developing the models of languages and 
therefore, emphasizes the patterns and structures in a language 
by isolating such basic functional units as phonemes and 
morphemes (Greenberg^ ,^ 1954). The linguistic approach to 
reading is, therefore, based on the possibility of relating taxonomic 
phonemic level representation to orthographic patterns. The 
structural taxonomic linguists (Soffietti^^ 1955; Bloomfield and 
Barnhart®°, 1961; Fries^\ 1963) treat reading as a language skill. 
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with hardly any sociological content. The assumptions of (a) strong 
grapheme-phoneme correspondence, and (b) language as a 'habit 
structure' are inherent in this approach. 
An alternative approach is that of Noam Chomsky and his 
associates (Chomsky^ ,^ 1958) according to whom the acquisition 
of syntactical rules can be reduced to passive imitation. These 
transformational linguists recognize the individual's intrinsic or 
latent linguistic competence, of which language is an outward 
expression, and differentiate between the deep and surface levels 
of that expression. To them, listening and reading would not be the 
simple recognition and matching operations of structural linguists. 
Rather, they are: 
Complex operations in which the reader must 
reconstruct an ideal sentence for each 
sentence that he observes if he is to 
understand that sentence. 
In between these two extremes of structural and 
transformational schools are the approaches of Carl A. Lefevre 
and Richard L. Venezky (Wardhaugh^^ 1968). According to 
Lefevre^ "^  (1964): (a) the sentence, and not the word, is the basic 
form for language communication, (b) sentences are structuring of 
elements and not merely accumulation or sequencing of words. 
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2.11 Studies on Reading 
The recent years have witnessed an impressive growth in 
the comparative studies on reading interests, abilities and cultural 
settings. UNESCO's continued concern for basic functional literacy 
in the developing and underdeveloped countries has been mainly 
responsible for these cross-national studies. Functional literacy is 
concerned with 'children for whom there is no adequate system of 
primary schooling and with adults deprived of educational 
opportunity' (Gray® ,^ 1959) and, in the case of reading, it implies 
that the reader 'must not only master the mechanism of reading, 
but he must grow in his awareness of the social context of what he 
reads'. 
William S. Gray was one of the earliest to conduct a cross-
national survey on reading (Gray® ,^ 1956). The general nature of 
reading was found by him to be essentially the same among all 
mature readers not only in their native language but also when asn 
educated native speaker of one language learns to read in another 
language. According to Gray^ ^ (1956): 
The mature reader has mastered the basic 
attitude and skills required for good oral 
reading and fluent, thoughtful, salient reading. 
Irrespective of the form and structure of 
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language, these attitudes and skills include a 
thoughtful reading attitude, accuracy and 
independence in recognition, the regular 
forward movements of the eyes along the 
lines with only such regressive movements as 
are necessary, the accurate return sweep of 
the eyes from the end of one line to the 
beginning of the next, the fusing of separate 
words and groups of words into the ideas they 
represent, and ability to interpret these ideas. 
On reading attitudes and skills basic to functional literacy, 
Gray's remarks are:. 
Training is needed in at least four basic 
aspects of reading, in perceiving words, 
grasping meanings, reacting to what is read, 
and using or applying the ideas to achieve 
specific ends. 
This study contains a survey of the available literature on 
reading and of reading materials and strategies. Also included in 
Gray's report are the results of studies on a hundred sets of 
children and an equal number for adults who were examined by 
him. He was unable, however, to determine as to which method of 
teaching reading could be considered best for children. 
The attempt to seek generalized inferences from the results 
of only one test administered to children of only one age group 
was, however, a major draw book of this study (Dowing^^ 1973). A 
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subsequent study was later carried out by R.L. Thorndike and his 
associates (Thorndike^ ,^ 1973). 
2.12 The Teaching of Reading in India 
A number of factors can be considered responsible for this 
situation. Some of these are: inappropriate instructional strategies, 
unavailability of resources and materials and indifferent reading 
and learning environments. The current situation is aptly described 
by the following excerpt from a recent editorial in one of the major 
national dailies. 
...there are 230 million adult illiterates in India, 
that is, men and women above 15 who can 
not read or write. Add to this the number of 
children, notion school and the figure comes 
close to 70 percent of our total population. In 
absolute numbers, there are many more 
illiterates in Indian today than ever before. 
The most handy explanation for this is 
the fact of our galloping population over the 
years and decades. But it is not enough to 
blame the high birth rate for the sorry state of 
affairs. Indeed, it can be reasonably argued 
that continuing mass illiteracy is to a great 
extent the cause rather than the result of high 
birth rate 
It is equally insufficient to give the 
excuse of paucity of resources. True, every 
developing country faces the twin problems of 
promoting universal education and eradicating 
the backlog of adult illiteracy. In India, 
unfortunately, the problem has been 
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compounded on the one hand, by perception 
in official thought and planning in official 
thought and planning and, on the other, by a 
wholly lop-sided emphasis on college and 
higher education. 
(Indian Express, July 25, 1977) 
Many teachers in India are either untrained or inadequately 
trained. Teacher-educators in elementary teacher-training institutions 
are seldom specialists in elementary education. Nor is any specific 
attention generally paid to the teaching of reading in the training of 
teachers. Added to these is the fact that teachers of elementary, 
middle and secondary schools in India are poorly paid as a result of 
which the potentially capable teachers are not always attracted to 
these levels. 
Oommen''° (1973) has given an objective description of the 
most important features, trends and development in the teaching 
of reading and writing in India. The reading and writing instruction 
in L^  begins on the very first day the child joins school at the age of 
about five years. No special efforts for implementing any 
systematic programmes are generally made for imparting reading 
instruction. Synthetic methods of teaching reading, with initial 
emphasis on teaching the letters of the alphabet and their sounds 
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followed by words, phrases and sentences, are most prevalent at 
the primary level, The main emphasis, in the case of reading 
comprehension, is on 'recall of the content' or on memory. 
Generalization, classification, reasoning and evolution - the basic 
elements of critical and creative reading - are seldom taught. 
Efforts at integrating reading with other aspects of a child's life, in 
and out of the school, do not seem to have received any 
recognition. This, as a matter of fact, is not only true of the 
elementary or primary levels but also applies to the higher levels of 
school education. 
It is not that the educational planners at the national level are 
totally unaware of the importance of reading and its deplorable 
state in school and college classroom. The National concern for 
'reading' is evident from some of the publication that have 
appeared from time. The NCERT (National Council of Educational 
Research and Training) published a monograph in 1966 as the first 
of a series of publications of the 'reading project' with the aim of 
'developing a comprehensive programe for the improvement of 
reading, particularly in the primary classes' (NCERT''\ 1966). The 
CILL (Central Institute of Indian Language) has also been engaged 
in the different aspects of reading by publishing graded reading 
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materials for specific age-groups and levels (CILL''^, 1972a) and 
bibliographies of reading in India (CILL^^, 1972b), apart from 
initiating innovative pedagogic experiments for improving 'bridge' 
type course which concentrates on reading efficiency in English. 
(CIEFL^^ 1977) Narayanaswamy^^ (1969) and Anuasuya^^ (1970) 
have done research in evolving a method of improving reading 
efficiency (English) of students of pre-degree level. It will be 
appropriate to examine the results of a recent survey, which has a 
definite bearing on the reading situation in India. 
(a) The availability of library books (presumably 
supplementary reading material) in 1960-70 was about 
1.5 per pupil, to which now titles averaging to only 0.7 
per pupil were added in 1970-71 as there was very little 
provision or money for the purchase of books and other 
reading matehals. 
(b) The per capita borrowed rate for the school libraries 
worked out to even less than one book per student 
(evidently many children did not read any book at all) as 
against at least five to six books that a child in a 
developed country reads as supplementary books in the 
school year. 
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(c) Nearly 80 per cent of the school libraries do not provide 
facilities for reading of magazines, journals, 
newspapers, and 
(d) As many as about 75 per cent of the schools do not 
permit their student direct access to the book shelves 
in their libraries because of lack of sufficient number of 
books. 
Obviously, the educators and planners in India have to 
contend not only with the poor state of reading in our educational 
programmes but also with the finding that a large number of our 
schools do not even have adequate number of books to foster 
reading habit in our school going children. 
2.13 Outline of Teaching Reading programme 
1. The final objective of the teaching programme and the 
purpose of each reading task in relation to it are explained to 
the learners. 
2. The learners are instructed to read the text only for the 
meaning or ideas conveyed and to ignore what he cannot 
understand. 
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3. Learners are asked to see the context of the text by 
analyzing the title and the subtitles if any or by reading a few 
introductory sentences. The teacher could fill in gaps in their 
understanding of it, if necessary, as for example when the 
socio-cultural milieu of a text is new to the learner. 
4. The learners are asked to form a main idea of the text, in the 
case of non-fictional or narrative texts. 
5. The learners are asked to read the text and to see how the 
various ideas in paragraphs or individual sentences could be 
related to the main idea and to each other. In case of 
fictional narrative texts, the task would be to see how 
incidents and characters are related to each other and to the 
context. 
6. The learner can be encouraged to rely heavily on the context 
and his own knowledge of the main idea, to fill in gaps in his 
comprehension, and to guess the meanings of words and 
subordinate ideas. 
7. The learner's attention can be draw to specific discourse 
markers, grammatical structures or vocabulary that are 
crucial to understanding the text, and explanations given if 
necessary. 
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2.14 (Models) 
2.14.1 Psycholinguistic Model of Reading 
The foregoing discussion indicates that the understanding of 
language behavior demands interplay of linguistic and 
psychological insights (Carroli^^ 1964). Psycholinguistics is an 
area of much interplay and represents, theoretical and 
experimental approaches to certain aspects of human language 
and verbal behaviour'. 
Psycholinguistics is thus the science of encoding -decoding 
process and is a result of the invasion of linguistics with language 
behavior in human beings. The term 'psycholinguistics' in lieu of 
the so-called perfectly serviceable term 'psychology of language', 
gives psycholinguistics a slightly different dimension. 
The new term represents a real shift from 
earlier approaches to language behaviour 
indicating, as it does, a confrontation 
between the two disciplines of linguistics 
and psychology. 
Smith'^ ^ (1973) has summarized the psycholinguistics 
insights on reading as: 
1. Only a small part of the information necessary for reading 
comprehension comes from the printed page. 
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2. Reading is not decoding of spoi^ en language. 
It is generally believed that reading involves a vocalization 
process, i.e., a decoding or reconverting of written symbols into 
spoken language. According to Smith^^ (1975), however, sound (if 
it is produced at all) comes only after the comprehension of 
meeting in reading. His general models of oral (loud) and silent 
reading are shown in figure 2 below: 
Figure 2 
(A) 
(B) 
Oral Reading 
Surface 
Structure 
(written) 
Deep 
structure 
Surface 
structure 
(spoken) 
Silent Reading 
Surface structure (written) Deep structure 
Smith's assumption of the same deep structure for the 
written and spoken language implies the presence of a single 
competency factor. Linguistically mediated component is a function 
of an individual's competence to use stored knowledge (or non 
visual information) and linguistically free or nominated component 
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as his ability to matcii the visual stimuli independent of linguistic 
means. 
2.14.2 Goodman's (1973) model: 
'Reading', Goodman said, 'is a psycholinguistic 
process by which the reader (a language user) reconstructs, as 
best as he can, a message which has been encoded by a writer as 
a graphic display. The receptive process starts with the 
phonological or graphic display as input, and it end with meaning 
as output, but the efficient language user takes the direct route and 
touches the fewest bases necessary to get to his goal. He 
accomplishes this by 'sampling', relying on the redundancy of the 
language, and his knowledge of linguistic constraints. He "predicts" 
structures, 'tests' them against the semantic context which he 
builds up from the situation and the on-going discourse, and then 
'confirms' or disconfirms as he processes further language 
(Goodman® ,^ 1973). Reading, for Goodman is 'a psycholinguistic 
guessing game. It involves 'an interaction between thought and 
language. Efficient reading does not result from precise perception 
and identification of all elements, but from the skill in selecting the 
fewest, most productive cues necessary for guesses. The ability to 
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anticipate that, which has not been seen, of course, is vital in 
reading, just as the ability to anticipate what has not yet been 
heard is vital to listening (Goodman^^ 1970). 
Skilled readers, in the "top-down" model (Fig. 2.2), are, 
therefore, "good guessers"; that is, their skills stemmed" from their 
ability to use meaning for the purpose of predicting words; 
because poor readers were less able to generate correct word 
predictions. They were required to "plod through the print". 
"Miscues" result when readers' perceptions of meaning do not 
match normal expectations; and when miscues are produced, 
however, 'comparing with mismatches between expectation and 
observation can illuminate when the readers have deviated, and 
what factors of input and process may have been involved. 
(Goodman^^1968). 
Any reading that does not end with meaning is, in the words 
of Goodman^^ (1968), a "short-circuit": 'Readers may short-circuit 
in a variety of ways for a variety of reasons: when they cannot get 
meaning, or like the structure; when they've been taught, or 
otherwise acquired non-productive reading strategies; when they 
are not permitted to terminate non-productive reading. 
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Theoretically, a short-circuit can occur at any point of the process' 
(Goodman^', 1968). 
2.14.3 Rumelhart's (1977) model: 
While both Goodman's and Smith's approaches have virtues, 
Rumelhart^ ^ (1977) argued that neither organization would provide 
optimal reading fluency. Following the logic of artificial intelligence 
models of problem solving, Rumelhart suggested a parallel, rather 
than a sequential organization of the component skills of reading. 
2.14.4 The Schema - Theoretic View of the Reading 
Process: 
The models of reading process well-known in recent 
literature are the ones known as (a) "bottom-up or 'data-driven 
models; (b) "top-down" or 'meaning-driven models; and (c) 
"interactive" models, all of which are considered under the notion 
"Schema-theoretic view" of the reading process. 
According to the schema theory, a text only provides 
directions for listeners or readers as to how they should retrieve or 
construct meaning from their own, previously acquired knowledge. 
This previously acquired knowledge is called the reader's 
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"background knowledge", and the previously acquired knowledge 
structures are called "schemata" (Bartlett^^ 1932 Rumelhart^ ^ 
1977). Comprehending words, sentences and entire texts involves 
relying on one's linguistic knowledge, background knowledge, and 
the text itself. In addition, as Anderson says, 'every act of 
comprehension involves one's knowledge of the world as well 
(Anderson^^ ef a/, 1977). 
According to schema theory, the process of interpretation is 
guided by the principle that every input is mapped against some 
existing schema, and that all inputs of that schema must be 
compatible with the input information. 
2.14.5 The "bottom-up" and "top-down" processing 
models: 
The principle outlined above results in two basic models of 
information, called "bottom-up" and "top-down" processing. The 
'bottom-up' processing suggests that in order to construct 
meaning, the reader must begin with the individual letters and 
sounds of the language and move through progressively higher 
stages of processing in a set order. The emphasis here is on the 
printed page and what the reader extracts from the page, rather 
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than a focus on what the reader brings to the page. In other words, 
'bottom-up' processing is activated by the incoming data; the 
features of the data enter the system through the bottom-level 
schemata. Schemata themselves are hierarchically organized, 
from the most general at the top to the most specific at the bottom. 
As these bottom-level schemata converge into higher-level more 
general schemata, these too become activated. Bottom-up 
processing is, therefore, called 'data-driven'. Most of the early 
information processing models of reading followed the "bottom-up" 
or "data-driven" approach: that is, they modeled the component 
skills involved in reading, in a sequential organization, with the 
information flow beginning with the data-driven processes, 
followed by syntactic parsing, and then semantic assignment. 
Models of this form emphasized the importance of early data-
driven skills, because any failure in the development of these skills 
necessarily caused failures in comprehension as well. 
An alternative position to the 'bottom-up' processing was 
provided by the proponents of a meaning-based or "top-down" 
model. The 'top-down' models emphasize that readers begin with 
meaning and tend to use only minimal cues from the printed page. 
They rely predominantly on their prior knowledge of language and 
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content in constructing meaning. This ability includes their 
knowledge of the order of words, phrases, sentences of the 
language, and of the meaning of words, signs, symbols, phrases, 
sentences, and longer passage. In addition, their knowledge of the 
world enables them to select only those parts of the text that they 
would need in order to predict meaning. Phonological knowledge is 
not critical, but only if the reading process breaks down that the 
reader resorts to the sound-symbol correspondence. Top—down 
processing occurs, therefore, on the system, which makes general 
predictions based on higher level, general schemata, and then 
searches the input for information to fit into these partially satisfied, 
higher-order schemata. "Top-down" processing, therefore, is 
known to be "conceptually-driven". 
Goodman^^ (1970) and Smith^° (1971, 1973) emphasized the 
top-down processing of reading. They advocated the use of 
semantic contexts to generate hypotheses about the printed text. 
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2.15 Models -their rationale, need and utility: \ ? ^ 'v I 
Models of reading, Prahlad^^ (1989) argues, ai¥«35feci©§i:(i^ 'j: 
with the perceptual, linguistic, and cognitive processes that come 
into play during the act of reading. Researchers who build models 
of the reading process are interested in explaining meaningfully 
their ideas about the process of reading so as to gain a better 
understanding of what reading involves, and for developing greater 
insights into practice (Prahlad^^ 1989). An advantage in 
presenting a detailed description or model of the reading process 
based on the available, evidence is an attempt to specify details of 
the model often shows up its inadequacies Mitchell^ ^ (1982). 
However, since the model, often contains a succinct and 
unambiguous statement of the author's position on the main point 
under discussion, the discipline of presenting a theory in this way 
makes it difficult to ignore important issues. The models invariably 
misrepresent the reading process by making it seem simpler than 
it actually is. They argue that there can be no single model of 
reading; that there are as many reading processes as there are 
people who read, things to read, and goals to be served and that 
the existing models fail to capture the essence of the process. 
Mitchell^ ^ (1982) suggests that a model should specify the 
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sequence operations that occurs in reading and the sources of 
information consulted during the course of each operation. Ideally, 
he says, it should say something about how each operation works, 
but if certain sub-processes pose any complexity, they can spell 
out the details elsewhere in a series of more specific models of the 
various sub skills of reading. 
As has been already stated, a number of mental and 
behavioral activities or strategies are involved in the process of L2 
acquisition. Every learner, successful or not successful, has a set 
of learning strategies which could have been acquired through four 
types of experiences. Firstly, strategies may be the product of 
repeated encounters with language learning experience. Secondly, 
they may have occurred in learners encountering problem solving 
situations outside the sphere of second language learning but 
which were later adapted to solve language problems. Thirdly, they 
may also be strategies, which have been .transferred from their 
mother tongue. Other than these, there can be a small set of 
strategies, which the learners can acquire through instruction 
(O'Malley, Chamot^ ^ etal, 1990). 
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Researchers are not in agreement about the precise nature 
of learning strategies: some view them as behavioral activities, 
while others see them as mental activities and yet others consider 
them to be a combination of the two. There is a similar debate 
about whether learning strategies are conscious or subconscious 
activities. Yet another point of concern among researchers is 
whether learning strategies have a direct or indirect influence on 
language development. However, strategies are a major concern 
to most researchers in the area of language acquisition because 
they provide insights into the learning processes of individual 
learners. In the area of reading, the study of learner strategies is a 
means by which we can indirectly observe how comprehension 
occurs, i.e., how each learner accesses the input, makes it 
comprehensible and uses it later when required. Hence, reading 
strategies are of significance for a teacher as they reveal the 
different ways by which individual learners comprehend texts. By 
analyzing these, the teacher is able to understand why teachers 
vary in their level of comprehension, the obstacles in the 
comprehension process and different ways through which they 
interact with the text Inputs. The teacher can construct remedial 
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materials or adopt remedial measures so as to facilitate the 
reading process of the learners. 
This chapter attempts to discuss strategies, their 
characteristics and the need to identify them and to provide 
training in the use of strategies. To understand the nature and 
purpose of strategies, it is necessary to recognize their 
characteristic features. 
2.16 Characteristics of Language Learning Strategies 
Researchers like Chamot and O'Malley®^ (1994) and O'Neil^ ^ 
(1978) have identified the following features of strategies: 
(i) Strategies refer to both general approaches and 
specific actions or techniques used to learn L2 
(ii) Strategies are deployed by the learner to overcome 
some particular learning problem, i.e., strategies are 
problem oriented. 
(iii) The use of strategies varies according to the task, 
purpose or demands of the task, and, according to 
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individual differences in learning style and other 
learning preferences. 
(iv) Some strategies are behavioural and hence directly 
observable while others are mental and hence, not 
observable. 
(v) Strategies contribute both, directly and indirectly, to 
learning. Indirect strategies are those which give 
information to learners on language, the language 
learning process as well on themselves as learners. 
Direct strategies contribute directly to language 
acquisition (e.g. memorization strategies). 
(vi) If learners are made to direct their attention to their 
thought processes, or pay attention to what they are 
doing/thinking, they will be able to identify the 
strategies they use. In short, learners are generally 
aware or can be made aware of the strategies they 
use. 
But researchers differ in this particular aspect. Some feel that 
it may not be possible for a learner to verbalize all the strategies 
he uses. Rigney^^ (1978) has suggested a two-fold division of the 
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learning strategies that operate at each stage of the learning 
process (i.e., acquisition, retention and retrieval): those that 
operate at a verbal level and those at a neurophysiological level. 
According to him, only the former category can be verbalized, 
while the latter consists of processes which are almost unknown to 
the learner and not under his direct control Anderson^^ (1982) 
distinguishes three stages of skill learning - the cognitive, the 
associative and the authentic phases expresses a similar idea. He 
argues that strategies can be studied effectively only in the 
cognitive stage where knowledge is at the declarative level i.e., 
when the learner is able to verbalize them. At the later stages, they 
cease to be accessible as they gradually get proceduralized and 
the learner is no longer conscious of employing them. This means 
that learners in the associative or authentic phases find it difficult 
to verbalize their strategies, since the use of strategies at this 
stage takes place authentically or unconsciously. However, others 
like Dickinson^°° (1992) argue that such learners can be made to 
verbalize the strategies they use subconsciously through certain 
tasks which will help raise these strategies to the conscious level. 
These tasks should be characterized by several features. The task 
should be novel to the learner and it should require a conscious 
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effort on the part of the learner so that he is able to think about his 
thought processes. It should preferably involve the skill of writing, 
and a teacher or an instructor should encourage the learner with 
prompt questions which will facilitate the verbalizing of his thought 
processes. 
2.17 Classification of Language Learning Strategies 
According to the various characteristics mentioned above, 
several researchers in the area of strategy research have 
attempted to classify learning strategies. Given below is a 
description of the classification of strategies attempted by 
Oxford °^^  (1990). Ellis °^^  (1994) describes three types of strategies: 
production strategies used to produce language through an 
attempt to use one's linguistic system efficiently and clearly. 
Communication strategies, which deal with problems that arise in 
any communicative act. Both are called strategies of language 
use. A third type of strategy is learning strategy. In the domain of 
language learning, language learning strategies are employed by 
the learner with the intention of developing the linguistic as well as 
the sociolinguistic competence in the target language. 
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Ellis, further, distinguishes between two types of learning 
strategies: language learning strategies and skill learning 
strategies. The former is concerned with language, i.e., they help 
the learner's attempts to master new linguistic and sociolinguistic 
information about the language. The latter are those that assist the 
learner to become a skilled user of language, i.e., these strategies 
help him to learn how to be a better reader. 
For these researchers, language learning strategies consists 
of both learner strategies and learning strategies. They define 
learner strategies as those strategies which the students have 
developed on their own to solve language learning problems, 
whereas, learning strategies include strategies that have been 
taught explicitly as part of Li or L2 instruction. Learner strategies, 
by virtue of being developed by the learner himself correspond to 
an individual's learning habits or type/mode of learning, but the 
same cannot be said of learning strategies. Since learning 
strategies are taught by an external agent they may or may not suit 
the individual's learning habits Hence, we feel that it would be 
advisable to allow the learner himself to select and adopt whatever 
strategies he feels are best for him. 
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The strategies used by a learner involve both mental and 
behavioral aspects of the individual. The mental activities include 
the strategies which determine the information that a reader 
selects and acquires from a text, how he organizes it and 
integrates it into his existing schemata. These are termed cognitive 
strategies. Other activities are called metacognitive strategies 
which help a reader in controlling/monitoring his reading process 
and in evaluating the outcome. According to Weinstein and 
Mayor^ °^  (1988) there are strategies that affect the learner's 
motivational or affective state (affective strategies). A fourth set of 
behavioral activities decides the learner's interaction with his 
peers, teacher and other individuals around him which all are 
called social strategies. 
Weinstein and Mayor's categorization can be represented 
diagrammatically as given below: 
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Figure 3 
Strategies 
Behavioral 
Cognitive 
Social 
Metacognitive 
Based on the categories mentioned above, Oxford (1990) 
classifies language strategies into two major classes - the direct 
and indirect strategies. Direct strategies act upon the target 
language directly and influences language learning. They include 
memory, cognitive and compensation strategies. Memory 
strategies such as grouping or using imagery help students store 
and retrieve new information. Cognitive strategies like practicing, 
reasoning etc. assist the learner to understand/produce, a new 
language while compensation strategies (guessing strategies) 
facilitate comprehension and language use despite inadequacies 
in one's knowledge of the language. Henceforth, direct strategies 
shall be referred to as comprehension strategies since the purpose 
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of all the three categories of direct strategies mentioned above is 
comprehension. 
Indirect strategies, on the other hand, support or manage 
language learning, without directly involving the target language. 
They can be classified as social, affective and metacognitive 
strategies. Metacognitive strategies like planning and evaluating 
learning help a learner control his cognition. Social strategies 
include co-operating with others, asking questions etc. which help 
students learn through interaction with his peers. Each of these 
strategies listed by Oxford consists of numerous other strategies, 
which interact with and support one another to produce learning. 
Given below is a diagrammatic representation of Oxford's 
categorization of strategies: 
Figure 4 
Strategy 
Memory 
Affective 
Direct 
Compensation Cognitive 
Metacognitive 
Indirect 
Social 
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2.18 Reading Comprehension Strategies 
Reading strategies have been described as any set of 
mental operation or techniques used by the reader to facilitate him 
in the acquisition, storage and retrieval of information he gains 
from any text. They help readers to participate actively with the text 
and thus comprehend the textual content. 
Readers use reading comprehension strategies for the 
following purposes: 
(i) To comprehend the input 
(ii) To retrieve information from prior knowledge and to aid 
comprehension, 
(iii) To store new information, 
(iv) To realize if there is an obstacle, in the reading process 
with regard to the textual structure or content, 
(v) To decide upon ways/alternative strategies to facilitate 
the comprehension process. 
Several researchers like Anderson^°^ (1982) and Oxford °^^  
(1990) have attempted to identify and classify the reading 
strategies used by,readers in various contexts. It has generally 
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been agreed that comprehension strategies can be classified into 
two: knowledge based strategies and language based strategies. 
Knowledge based strategies are those employed in a top-down 
processing of any text, and language based strategies are used by 
a reader when he performs a bottom-up processing of a text. 
Hence, knowledge based strategies are strategies used for a 
global comprehension of a text whereas, language based 
strategies assist local comprehension. 
According to Oxford^°^ (1990) to comprehend input a reader 
will have to resort to cognitive, compensation and memory 
strategies like contextual guessing of word meanings, retrieving 
word meanings from memory or predicting based on world 
knowledge or prior knowledge. Memory strategies in the domain of 
reading skill are used to store information that a reader receives 
from a text. Even though storage is the chief function of memory 
strategies they are also used to retrieve information from memory 
(e.g. grouping, placing new words into a context etc.). Cognitive 
strategies like repeating and reasoning are used to understand the 
meaning of the text. 
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Cognitive strategies lil<e repeating and reasoning are used in 
understanding the meaning of the text. Strategies like using 
linguistic clues or other types of clues are called compensation 
strategies which are used mainly by beginning learners. They help 
a learner to overcome knowledge limitations in the skill of reading 
or regarding the languages used in the text. 
These strategies do not directly involve manipulation, 
transformation or use of target language but they work along with 
the direct strategies mentioned above. These strategies assist and 
control the processes of language learning without directly 
involving the target language. Social strategies are those, which 
are employed by a learner in his interaction with others so as to 
assist his learning process (asking for clarification, co-operating 
with peers and other similar strategies). Affective strategies include 
taking risks and making positive statements which help to regulate 
one's attitude towards language learning, one's emotions while 
acquiring or using language and they also affect reading 
comprehension procedures by regulating the factor of motivation. 
The third category of indirect strategies is metacognitive 
strategies. Oxford's description of metacognitive strategies defines 
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it as those that make a learner decide what skills, strategies and 
resources are needed to perform a task effectively and which 
enable a reader to monitor his comprehension and to control his 
comprehension procedures so as to facilitate the successful 
completion of a task. In short, they can be described as strategies 
used for dealing with strategies. These include setting a goal or 
purpose for reading, planning which strategies to use to achieve 
the reading purpose, monitoring the effectiveness of strategies 
used, assessing their efficiency and rethinking about the repair 
strategies to use. 
Strategies which are traditionally taught as comprehension, 
critical reading and study skill are now relabeled as metacognitive 
strategies. These strategies would include: 
(i) Consciously intending to control reading activity 
(ii) Establishing the goal of reading activity 
(iii) Focusing on metacognitive knowledge 
(iv) Planning the regulation and monitoring of reading 
activity 
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(v) Periodically assessing reading comprehension. 
An analysis of these strategies reveals how each reader 
assesses textual information, how he makes use of strategies, how 
he gauges the comprehension level etc. knowledge of one's 
metacognitive strategies and how they control the cognitive 
activities. Several writers have suggested that reading involves 
both metacognition and cognition activities. Metacognition is 
important for the adequate performance of cognition. A brief 
description of the concept of metacognition is given below since 
one of the objectives of this study is to determine if enhanced 
metacognitive awareness leads to an improvement in one's 
cognitive activities. 
2.19 Characteristics of IVIetacognition 
Metacognition is a term or construct that refers to what a 
person knows about his cognitive processes as they are applied 
and is used to gain information/knowledge as well as skills in a 
variety of situations. Flavell °^^  (1978) defines it as the knowledge 
that controls any aspect of cognitive activities. 
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According to Brown °^^  et al (1994) knowledge is stable, i.e. 
our knowledge about our cognition is a permanent part our 
knowledge repertoire. A second feature is that it is stable, i.e. it 
can be brought to our consciousness with effort. We can be made 
aware of our metacognitive knowledge either with a deliberate 
intervention or with an unintentional cue in the learning 
environment. The third feature of this knowledge is that it can be 
fallible. In other words, because this is a mental activity, there is no 
empirical evidence to support it. Hence, our knowledge about 
metacognition need not always be accurate. And the fourth 
characteristic is that it is interactive, i.e., metacognition interacts 
with three other components to influence the end product of any 
cognitive act. The other three components are: 
(i) Metacognitive experience: an awareness that learning 
can or may take place or has taken place in the course 
of a learning task, 
(ii) A goal which is achieved through the learning task, and 
(iii) Cognitive actions or strategies (Flavell^ ^ ,^ 1979). 
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2.20 Categories of Metacognition 
Flaveir^^ (1979) also identifies three main categories of 
metacognition (or metacognitive knowledge): 
(i) A person's knowledge which refers to everything that a 
person knows or believes about oneself and others as 
learners. 
(ii) Task knowledge which constitutes our awareness of 
the requirements of a task, viz., whether it requires 
deliberate learning on our part, whether it is easy or 
difficult etc. and, 
(iii) Strategic knowledge, which refers to one's knowledge 
of the nature and utility of strategies, especially 
knowledge of strategies required to accomplish certain 
cognitive tasks effectively. 
Thus, in the domain of reading which is a cognitive activity, 
metacognition enables a reader to monitor his reading by deciding 
his purpose for reading, how best to attain that purpose and to 
further assist him in keeping control over his cognitive strategies to 
monitor his performance by selecting an appropriate strategy from 
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his strategy repertoire as per tine task demands. IVIetacognitive 
knowledge also implies that the reader is conscious of his 
cognitive process and can be made to verbalize these processes. 
Thus, reading strategies include comprehension strategies 
which are also called cognitive strategies (which consist of 
memory, cognitive and compensation strategies), metacognitive 
strategies, social strategies and affective strategies which are 
employed by readers to gain meaning through the activity of 
reading. The reader's ability to understand and learn from a text 
depends upon the strategies which he uses during his interaction 
with the text. 
Reading strategies vary according to the purpose of reading. 
In other words, if the purpose is to locate specific information, the 
reader has to use a particular strategy or a set of strategies which 
will not be of use to him if he is reading for pleasure. 
2.21 Assessing Reading Compreliension Strategies 
All the strategies that a learner uses (both direct and indirect) 
can be accessed, and made visible through comprehension 
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monitoring procedures whicii make tine learner aware of their 
cognitive as well as metacognitive activities. Compreliension 
monitoring procedures develop the learner's metacognition and 
thus, his awareness of strategies he uses. Monitoring 
comprehension helps the reader to constantly assess his level of 
comprehension and to gauge the efficacy of the strategies he 
employs in furthering his comprehension of the text. They also 
enable him to check if there is a discrepancy between what he 
predicts about the textual content and what he comprehends, and 
to determine the nature of comprehension blocks, and what he 
should do to remedy it and to facilitate the reading process. 
Since a metacognitive awareness (or an awareness of one's 
reading strategies) is expected to make one a more efficient 
reader and consequently, a better comprehender, many devices 
have been employed by researchers to help readers become 
cognisant in their reading processes. Devices like the think-aloud 
protocol, the retrospective report, the retrospective and 
introspective interviews have been developed to enhance 
awareness of their cognitive processes through greater 
metacognitive awareness. By thinking aloud and verbalizing their 
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mental activities while/after reading they can monitor their own 
process of comprehension. All the devices mentioned here are 
devices, which provide verbal report data. The kind of data that is 
available through these reports is necessarily limited to that subset 
of reading strategies, that the learner is conscious of. Cohen^^ ^ 
(1984) identifies three types of data available through verbal report 
devices, i.e., self-reports, self-observation and self-revelation. 
(i) Self-reports provide learners' descriptions of what they 
do, characterized by general statements about their 
own learning behavior (i.e. person knowledge). 
(ii) Self-observation through retrospective reports (while 
the information is still in short-term memory, or after a 
lapse of time) describes the learner's account of his 
specific language behavior, and, 
(iii) Self-revelation makes available through think-aloud a 
disclosure of thought process, while the information is 
being attended to. 
As has already been stated, the use of strategies varies from 
one learner to another and it is these individual differences in the 
use of strategies that result in differing levels of reading 
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comprehension. Individual differences can either be in terms of 
types of strategies used or in terms of the method in which a 
strategy is put to use. In other words, a learner in a particular 
learning circumstance might lack the strategy required for that 
learning situation or learning purpose, or, he may have the 
required strategy but might be unaware of the way in which it could 
be used effectively. Strategy training programmes are devised 
precisely for this reason, i.e., to assist learners in making use of 
the effective strategies and to help learners incorporate new and 
effective strategies into strategy repertoire. 
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QHapter 111 
Evaluating and Testing in 
Reading QompreKension 
CHAPTER-
EVALUATION AND TESTING IN READING 
COMPREHENSION 
In the early days of second language evaluation, the main 
focus of attention was on evaluation of language learning theories 
as reflected in specific teaching methods. Beretta^ (1992) viewed 
such evaluation as "only useful for reference and as a historical 
record". There has been a definite shift away from attempts to 
identify the supremacy of one model of language learning and 
teaching through an almost exclusive focus. The concerns are 
educational quality, the teaching and learning process itself, and 
inquiry into how and why something works and with what effect. It 
is now recognized that educational evaluation focuses on many 
different aspects of educational activity, in areas of materials and 
methodology, teaching and teachers, projects, programmes and 
courses. 
The assessment of reading does not appear to have much 
attention to the relationship between text and test question. The 
assessment of reading and the text on which the assessment is 
based has a potentially major impact on the estimate of a readers 
performance and ability. Most test developers emphasized a text 
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for the ideas, which contains complexity and then used the text 
content as the focus for test questions. A test that includes 
traditional techniques endeavours to achieve greater authenticity 
between text and task. 
Assessment of reading comprehension requires 
interpretation of an individual performance of some task which is 
based on information from a given text within a given context. 
Thus, performance on the text will depend on the characteristics of 
the text, the value of the task, and the context, as well as the 
person's reading abilities and prior knowledge. Consequently, it is 
necessary to understand the influence of these associated factors 
in order to make a meaningful interpretation of an individual's 
performance on assessment devices. 
In terms of assessment, it can manipulate difficult aspects of 
text structure and the explicitness of cues in the text. Readers 
could then be alerted to such cue systems or structures. Thus, any 
proposed text classification system should be classified along 
psychologically meaningful dimensions. 
Reading comprehension assessment is merely a more or 
less systematic sampling of reading behavior which has been 
taken for the purpose of informing a decision or statement. This 
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decision or statement can be very specific or ratiier general, and 
the level of specificity carries with it certain implications for the 
constraints which operate on the text. 
The comprehension of concepts and ideas contained in a 
written text has always been recognized to be very important in the 
testing of reading. Surprisingly, it seems to have been assumed 
that when a reader shows an understanding of every individual 
idea contained in a text he could be said to have understood the 
text as a whole. Conventional tests of reading have almost never 
required of a reader the comprehension of the relational aspects of 
the concepts and ideas in a text. 
The generally used procedure in testing reading is the 
passage-with-questions test. The testing strategy used in these 
tests is of constructing questions on the important ideas and 
concepts contained in the different segments of the text. The 
assumption behind this strategy, as pointed out above, seems to 
have been that a test amounts to an understanding of the text as a 
whole. This seems to have been the result not of a formal 
theoretical position but only of the continued acceptance of an 
initially limited model strengthened by the weight of tradition. To 
repeat the point made earlier, the comprehension of a text as a 
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stretch of discourse requires an understanding not only of the 
individual ideas but also of the way in which the writer relates 
these ideas to achieve his expository intent. It is clear that the 
testing of reading has ignored this aspect of advanced reading, i.e. 
the comprehension of the relational aspects of ideas in a text. 
What is necessary, therefore, is of evoMng a strategy for 
measuring this aspect of advanced reading. To begin with, one 
has to specify what it is that has to be measured. In advanced 
f 
reading, a mature reader, apart from being able to understand the 
conceptual content of the text, has to have the ability to 
understand: 
1. The main objective of the text, 
ii. The rhetorical function of the different parts of the text 
in achieving the main objective of the expository intent 
of the writer 
iii. The relationship between the different parts of the text 
as established by the rhetorical techniques used by the 
writer. 
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Here the phrase 'part of a text' is a cover term used to refer 
to any segment of a text which has enough conceptual content to 
convey at least one idea. 
To arrive at a complete specification of the conceptual 
content and the rhetorical structure of a text, a 'tree diagram' can 
be an efficient way of arriving at the structural model of a text. The 
tree diagram is a representation of the concepts and ideas 
contained in a text, as well as, and the relations between these 
concepts and idea. Here, the term 'relations' includes both the 
explicitly stated relations and those left implied. The most 
Important property of the tree diagram, which is the structural 
model of the text, is that it generates the text. 
Given below is a short paragraph and a tree diagram 
representing the conceptual content and the rhetorical structure of 
the paragraph: 
"The benefits conferred on the world in 
general by science have been manifold and 
varied. It has helped man to live a more 
comfortable life, and has extended the 
boundaries of human knowledge, bringing 
light to many dark places. No educated man 
would deny this, but many would point 
blessings. Marie Curie's discovery of radium 
led to much improved treatment for cancer, 
but the eventual discovery of the full 
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properties of radium and uranium has brought 
great destruction in its train". 
Figure 4 
Effect of Science 
-thesis statement 
benefits benef ts 
and evils differentiation 
enumeration 
exemplifications 
Curie's discovery of radium 
increase in 
comforts of life extension of l<nowledge 
improved 
destructive power 
Treatment 
of cancer 
Having obtained the structural model of the text, the next 
question is the construction of the question. There would, of 
course, be questions on the comprehension of the concepts and 
ideas. But the main concern here is with testing the relational and 
functional aspects of concepts and ideas. The tasks to be set here 
would be related to understanding of: 
(i) The rhetorical function of the different parts of the 
text. 
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(ii) The relationship between the different part of the 
text as defined by the rhetorical techniques used by 
the writer. 
Questions related to rhetorical functions could be 
constructed in two ways: 
(a) Mentioning a particular rhetorical function and 
then asking the reader to identify the part of the 
text which performs this function; and 
(b) Identifying a part of the text, by reproducing it 
verbatim or in paraphrase, and then asking the 
reader to state the rhetorical function performed 
by it. 
Questions relating to the relationship between ideas could, 
again, be constructed in two ways: 
(a) Mentioning two ideas and asking the reader to identify 
the rhetorical relationship between them; and 
(b) Identifying an idea and the nature of rhetorical 
relationship it has with another idea and asking the 
reader to identify the other idea with which it has the 
designated relationship. 
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The points made above could perhaps be clarified by 
applying them to the sample paragraph With reference to this 
paragraph, the questions on the comprehension of the ideas 
themselves would focus on; 
(1) The meaning of the varied nature of benefits of 
science 
(2) The connotative meaning of the phrase 'bringing 
light to dark places' 
(3) The meaning of the discovery of the full 
properties of radium having brought destruction. 
With the present understanding of the reading process, it is 
now more or less accepted that reading skills cannot effectively be 
tested by breaking them down into a number to distinct sub-skills, 
as there is strong evidence to show that it is a single skill (Lunzer^ , 
979:63). This may be true in the case of reading in the Li, because 
knowledge of the language already exists in the reader. In the 
case of reading in the L2, the reader's greatest handicap, would be 
his lack of competence in the language. 
In the teaching-reading procedure one has outlined one is 
encouraging the learner to read text at the meaning level. One is 
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encouraging him to identify the main idea in the large context, the 
subordinate ideas within their specific contexts and to see how 
they relate to each other. We are encouraging him to understand 
the explicitly stated material as well as encouraging him to 
understand the explicitly stated material as well as the implicit 
meanings contained in it. But understanding the implicit meanings 
is possible only with the skill and knowledge of the language to 
understand the explicitly stated material (Lennon ,^ 1962). But the 
learners in this study have only a threshold level. They are 
encouraged to circumvent the lexical and syntactic complexities in 
the text which they may not understand, and to rely heavily on their 
schemata and the context to make intelligent guesses where 
comprehension is inadequate. 
3.1 What can be tested 
What we could test at this stage in the learner's development 
of reading skills would be as follows: 
(i) Comprehension of the main idea at the whole-context 
level; 
Comprehension of subordinate ideas in their relevant 
contexts; 
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(iii) Understanding how the subordinate ideas relate to the 
main idea; 
(iv) Comprehension of implicit meanings. 
Testing the comprehension of ideas and relations would test 
whether the learner is able to read the text, understand it, abstract 
the information and supplement it with knowledge of the context. 
Testing the comprehension of implicit meanings, would test 
whether the learner is able to make inferences, not from one or 
two specific linguistic or discourse-level clues, but of the whole text 
and meaning level, and supplementing it with intelligent guesses 
using schemata and context. 
Our assumption is that by following the teaching procedures 
outlined above, the learner's knowledge of the lexical, grammatical 
and discourse aspects of the language would also improve. 
However, testing the existence of this knowledge would not serve 
any purpose, except perhaps to check whether such knowledge 
has been internalized or improved as a result of the teaching 
programme, it may also give some indication as to what specific 
areas the learners could be given explicit instruction. 
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3.2 A Review of the Theories of Reading Assessment 
The history of the theories and practices related to the 
assessment of reading is closely related to the history of the 
mental measurement movement itself. This movement had Its 
origin in the pioneering work of European scholars like Gustave 
Fechner, Wilhelm Wundt, Sir Francis Galton, Alfred Binet and 
others. But this movement moved to the United States towards the 
end of the last century. The extensive work done by American 
researchers in this area developed this movement into what is now 
called as technology of mental measurement. 
The most important contributory factor to the growth of 
mental measurement in the United States was the use of mental 
ability tests in the field of education. The need to develop 
academic achievement tests seemed to have been the driving 
force behind most of the development of tests of general mental 
ability. It also applies to the developments in the field of 
assessment of reading. The first tests of reading were a part of 
sets of tests designed to measure general mental abilities. For 
example, the Army Alphabets, used at the time of the first World 
War, had a reading subtest in which subjects were required to read 
written instructions and carry them out. But when researchers 
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turned their attention to the development of tests of academic 
achievement it was only natural that reading was among the first 
academic achievements to construct a measure for. 
To develop an efficient measure for an ability it is necessary 
that there should be an adequate knowledge base about reading 
which had developed after the appearance of a number of studies 
following Thorndike's study of paragraph comprehension by 
children. These studies, as was pointed out earlier, described 
reading by delineating the skills that were considered 
prerequisites. The early tests of reading based on the skills 
approach seemed to have been based on vague notions of the 
sub-skills of reading. Describing the situation that obtained more 
than twenty five years after Thorndike's study was published, 
Davis"* (1944b:68) said, " most reading tests do not measure 
all the skills in reading that are considered highly important by 
authorities in the field Most of them, however, are almost 
entirely tests of word knowledge and of the ability to 
j 
comprehended the literal meaning of the separate statements in 
what is said". It was around this time that Davis^ (1944a) identified 
nine sub-skills of reading which included, along with understanding 
word meanings, such sub-skills as finding answers to questions 
101 
answered explicitly or merely in paraphrase in the content; drawing 
inferences from the content; recognizing a writer's purpose, 
attitude, tone, and mood; and following the structure of a passage. 
Some of these sub-skills were, in fact, incorporated in reading 
tests quite early. For example, the Gates Basic Reading Test 
(Gates^ 1947:449-462) had four type of tests: Type A, 'reading to 
get the general significance of or main ideas in the passage'; Type 
B, 'reading to see or predict circumstances or evidence implied but 
not given in the passage'; Type C, 'reading for precise and exact 
understanding of what is given, as in the case of reading 
directions: Type D, reading to note significant details'. But in 
general, tests of reading seemed to have focused largely on word 
meanings and literal meaning of texts. 
Preoccupation with word meanings seems to have been a 
characteristics both of testing and the teaching of reading for a 
considerable period of time. 
Along with word meanings another aspect of reading that 
seems to have been given considerable importance in reading 
tests is the speed of reading. This was mainly due to the fact that it 
I 
was commonly observed that people with better comprehension 
were also the people who read faster. And it was observed, too. 
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that people who went through some special training in faster 
reading gained slightly in comprehension. 
The testing of reading in the second or foreign language 
situation, which was a later development, came into its own largely 
due to the efforts of the Modern Language Association. A brief look 
at the developments in the testing of reading in the second/foreign 
language situation shows that its course has been a cloze parallel 
to that of the testing of reading in the first language situation. 
Pinsleur'' (1966:207) in his review of foreign language testing looks 
at one of the early tests of reading the Cooperative Spanish Test 
(Greenberg^ et al., 1938) and points out that the test was designed 
to measure 'reading, vocabulary, and grammar'. This grouping, 
obviously, is untenable. Reading which is a language skill is 
grouped with vocabulary and grammar which are language 
elements. An examination of the items measure virtually one thing 
only, vocabulary'. An over-emphasis on testing vocabulary in 
second/foreign language reading tests seems to have been the 
normal practice till about the early 60s. 
Robert Lado^ (1961:234-235) laid down that the testing of 
intermediate and advanced reading is the testing of 'complete 
linguistic comprehension', and the aspects of reading he chose to 
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focus on were; "lexical meaning of a word, figurative meaning of 
words, and identification of the head in a subject structure". Even 
from this brief survey, we can see that the testing of reading, 
especially in second/foreign language testing, lagged considerably 
behind reading research in recognizing the important aspects of 
reading. But around the mid 60s, there seems to have been a 
noticeable change in second/foreign language tests of reading. 
Speaking about the 'MLA Cooperative Spanish Test'^° (1964) 
Pinsleur^^ (1966:209) points out that here was a test which actually 
tested the comprehension of ideas rather that just the dictionary of 
the meaning of words. 
One of the earliest attempts at identifying and measuring the 
factors making for difficulty in written texts was Vogel and 
Wahbourne's^^ (1928). They examined seven hundred books read 
by children at different levels of reading ages for factors 
accounting for variation. They identified four features: (i) the 
average number of difficult words per thousand words of text; (ii) 
the number of uncommon words per thousand (Thorndike's, The 
Teacher's Word Book, was the measure); (iii) the number of simple 
sentences in seventy five successive sentences, and (iv) the 
number of prepositions per thousand words. This was followed by 
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a few other studies. In 1934 Ballard^^ published his important study 
"Thought and Language". He related sentence length to difficulty 
and complexity of meaning in selections of classical English prose. 
Ballard concluded that the size of the sentence is a precarious 
index of the content may be as important as stylistic factors. In 
1943, Flesch^"*, after examining the available formulas, proposed 
his own formula based on three factors: (i) average sentence 
length; (ii) the relative number of affixes, and (iii) the relative 
number of personal references. In 1948, Dale and Chalf^ 
produced a new formula, which is now one of the better known of 
the readability formulas. They retained the sentence length factor 
from the Flesch formula but substituted the other two factors -
affixes and personal references with 'unfamiliar words'. They said 
that Flesch's count of affixes 'is just another way of counting hard 
words' (Dale and Chall^^ 1948:3). 
Readability formulas, inspite of the dissatisfaction about 
them, were found to be of considerable help in producing reading 
materials, especially in the content areas of the school curriculum. 
In 1993 there took place a development in readability studies 
which had a direct influence on the testing of reading. 
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In 1953, W.L. Taylor proposed a new approach to the 
measurement of readability which he called the 'cloze procedure' 
(Taylor^^ 1953:415-433). As Taylor himself explained the cloze 
procedure was based on the notion of Gestalt 'closure' in mind. 
Gestalt closure refers to the psychological tendency in people to fill 
in gaps in patterns as when they see an incomplete circle without 
any break. Taylor pointed out that there is a similar tendency in 
people to choose broken language-patterns. In the cloze 
procedure the words of a passage are systematically deleted (e.g. 
every seventh or ninth word). The average score of the group is 
calculated by counting the number of words correctly replaced. 
The score arrived at thus represents Taylor^ ^ suggests (1956:42-
48) how the scores of individuals on a cloze passage could be 
taken as indices of individual differences in comprehension, and 
hence the cloze procedure could be used as a test of reading 
comprehension. 
A direct reading test reflects as closely possible the 
interaction between real life reading activities. In real life, reading 
purpose, background knowledge and various types of language 
knowledge may all interact with text content to contribute to a 
readers text comprehension. 
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The reading test developers used to make sure that they do 
not artificially constrain the processing options to test taken either 
through presenting inappropriate performance conditions relating 
to texts topic, length, discoursal structure etc., or through 
restrictive insufficient or ill conceived sampling of the operations 
(activities) which the reader is asked to perform on the text (Welr,^ ® 
1993). 
The importance of reading in the second language learning 
has been recognized. Howatt^ ° (1984) stressed the primary 
importance of reading in language learning. Pugh^ ^ (1978), notes 
that from about 1910, there was an increased interest in 
comprehension exercises on texts requiring close careful reading. 
Slow silent reading was a feature of many of the second 
language tests produced in the earlier part of the 20*^  century. 
Spolsky^^ (1995) cites Handschin^^ (1919) as one of the first 
publishers of silent tests of reading comprehension in French and 
Spanish and provides details of others in the early post World 
War-I. These early tests had in common certain characteristics. 
They did not use authentic tasks or texts and were not based on 
the traditional view of reading processes. 
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The second language evaluation focuses attention on 
evaluation of language learning theories as reflected in specific 
teaching methods. It is important to understand that there is no 
one "best method" for testing reading. No single test method can 
fulfill the varied purposes for the text. 
The disadvantage of all these methods is that they bear little 
or no relation to the text whose comprehension is being tested nor 
to the ways in which people read texts in normal life. The purpose 
for which a student is reading the test is simply to respond to the 
test question. 
Most of these test methods are unusual in real life reading, 
the purpose for which readers on tests are reading and possibly 
the manner in which they are reading, may not correspond to the 
way they normally read such text. 
Spolsky^ "^  (1995) describes how traditional tests usually 
employing short answer questions (SAQ's) and were largely 
supplanted by rational empiricist objective measures, most 
commonly by multiple choice questions (MCQ's) because of their 
superior reliability. 
One of the problems with MCQ's test is that by providing 
answers alongside the questions, tests may adversely affect 
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students' performance. A candidate may get an item right by 
elementary wrong answers, which is a different skill from that of 
being able to choose the right answer in the first place (Weir^ ,^ 
1990). 
Multiple choice questions had four options and used to be 
the commonest way of assessing reading. Munby's^^ (1968) ESL 
reading textbook "Read and Think", uses multiple choice 
exclusively. Multiple choice questions are a common device for 
testing students' text comprehension. Students can learn how to 
answer multiple choice questions, by eliminating improbable 
distracters or by various forms of logical analysis of the structure of 
the question. 
Alderson '^' e^  al (1995) cites the following item. 
(After a text on memory) 
Memorizing is easier when the material to be learned is in 
(a) In a foreign language 
(b) Already partly known 
(c) Unfamiliar but easy 
(d) Of no special interest 
Common sense and experience tells us that (a) is not 
true, that (d) is very unlikely and that (b) is probably the correct 
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answers. The only alternative which appears to depend on the text 
for interpretation is (c). Since 'unfamiliar' and 'easy' are both 
ambiguous. 
(Alderson2^efa/1995:50) 
The editing test consists of passages in which errors have 
been introduced, which the candidate has to identify. The 
candidates were asked to identify one error per line of the text and 
to write the correction opposite the line. 
There are many studies that have been made over the past 
two decades to evaluate the cloze procedure as a technique for 
measuring reading comprehension. The first efforts were to 
establish the comprehension. David Harris^^ (1976:42) in his 
discussion of the outcome of these efforts says, "it was found that 
the new tests correlated quite highly with the traditional passage. 
These findings led many theorists to advocate the case of cloze 
tests as a more valid measure of reading comprehension than the 
traditional passage-with-question test. Some of the important 
merits of cloze that have been pointed out are: 
i. "Reading comprehension is the correspondence between 
the semantic and grammatical habit systems of encoders 
and decoders using the same language. Cloze procedure 
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taps this correspondence and thus indexes reading 
comprehension", 
ii. "The n*^  word deletion used in the construction of a cloze 
test can be expected to reflect the frequency of 
occurrence of grammatical and lexical forms in the 
languages tested", 
iii. "The testee responds directly to the test without the 
intermediate steps of answering a test writer's question 
(Harris^°, 1976:42); and 
iv. The cloze test may considerably simplify the word of the 
writer of comprehension tests. 
The cloze has certain shortcomings which lessen its 
attraction as a measure of reading comprehension considerably. 
First, what does cloze measure? This is a question which ought to 
be asked of any test and for which there should be a clear answer, 
too. Even the most enthusiastic advocates of cloze admit that 
there is no clear answer to this question. Discussing the validity of 
cloze CarrolP^ (1972:18) remarks: "it would seem cloze scores are 
dependent chiefly on what might be called the 'local redundancy' 
of passage, i.e. the extent to which linguistic cues in the immediate 
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environment (generally in the same sentence) of a missing word 
tend to supply it". Two recent studies have confirmed Carroll's 
contention. David Harris^^ (1974:44) quotes the findings of a factor 
analytic study made by Raymond J. Herton^^ (1973) that 
conventional reading tests - but not cloze tests - are heavily 
weighed with an 'evaluation of semantic implications' factor, which 
Herton interpreted as ability to deal with units of discourse larger 
than the sentence. 
It is clear that the validity of the cloze test as a measure of 
comprehension of ideas and concepts in a written text is suspect. 
This brings us back to the central problem of the present study. 
We have characterized advanced reading as a process which 
requires of the reader the ability to comprehend (i) the concepts 
and ideas contained in a written text, and (ii) the relationship 
between these ideas and concepts. A test of advanced reading 
therefore, has to measure these two abilities. A cloze test, it 
seems, would not be a measure of either of these abilities. The 
traditional passage-with-questions test measures only the ability to 
comprehend concepts and ideas. While it can measure the 
comprehension concepts and ideas it cannot measure their 
relational aspects. What seems necessary, therefore, is the 
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development of a new measure to assess the ability of mature 
readers to comprehend the relational aspects of ideas and 
concepts. 
3.3 Reading Tests 
Two main types of reading test are widely used in schools 
today— word-recognition tests and comprehension tests. 
3.3.1 Word-Recognition Tests 
These are lists of words which the learner is asked to read 
out aloud to the tester. The words bear no meaningful relationship 
to one another. The words are selected for inclusion in the test on 
purely statistical grounds. The words in the list are arranged in 
order of difficulty—statistical difficulty. For example, suppose 60 
per cent of 6-year-olds read 'toy' correctly and 50 per cent of these 
same 6-year-olds read 'man' correctly than it can be assumed that, 
toy is statistically an easier word to read than man. But in a real 
teaching sense, because man is regularly phonic (all the letters are 
pronounced and given their most common sound values), it is in 
another sense an easier word to read than toy. The reasons' why 
toy may turn out statistically to be an easier word than man is not 
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solely due to the degree of reading skill involved but rather to an 
intimate mixture of reading skill and reading experience. For 
reasons connected with the dominance of the whole-word methods 
of teaching, reading, 'toy' is often introduced into early reading 
books long before the word man. Therefore, a young child may 
have met toy in his reading many times before he comes across 
the word man. In grading tests the statistical method of 
determining a word's difficulty for a difficult-grading in terms of 
degree of reading skill involved in its recognition has not been 
used. Words that are to be found in the spoken vocabulary of the 
children being tested have been used. 
3.3.2 Silent Reading or Comprehension Tests 
In these tests the child is required to indicate, by some 
means or other, that he has silently read and has understood a 
sentence or a passage of continuous prose. For example, a 
learner may be given a series of questions such as the following: 
'You may buy stamps at a post (man, box, office, letter).' The 
child is asked to underline one word in brackets which completes 
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the sentence sensibly. These questions are then arranged in their 
statistical order of difficulty. 
3.4 The Battery of Standard Tests 
Test No. 1 Standard Test 
The battery consists of twelve tests, each with a specific 
function to perform. Test No. 1, called the Standard Test of 
Reading Skill, is the key test of the battery. This is the test which 
has been designed to be given to every child who, it is evident, has 
not fully mastered all the skills involved in reading. 
In assessing results on the Standard Test of Reading Skill, 
the examiner will note that most children, when their age and past 
educational history, are taken into account, make satisfactory 
progress and show no abnormal features in their development. A 
record should be made of these children's reading ages and 
reading standards and no further tests need to be given to these 
children. This will be the normal practice with the majority of 
children—a regular six-monthly testing on the Standard Test. 
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Test No. 2. Copying Abstract Figures 
This is a test designed to discover something about the 
child's perceptual development and of his hand-eye co-ordination. 
Test No. 3. Copying a Sentence 
This test is basically a more difficult version of Test No. 2. It 
will tell the-teacher something of the child's experience in seeing 
and copying letters. 
Test No. 4. Visual Discrimination and Orientation Test 
This test is designed to determine more exactly what the 
child sees when he looks at pictures, diagrams and letters and to 
pick out those chilclren who have not yet reached the stage of 
perceiving with left-right orientation, an important principle of 
identity. 
Test No. 5 Letter-Recognition Test 
The letters of the alphabet are printed in a special order, with 
detailed test items to discover the degree of skill in letter-
recognition. 
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Test No. 6. Aural Discrimination Test 
This test has been designed to help the teacher to discover how 
acute is the aural discrimination of a child when he listens to 
words. 
Test No. 7. Diagnostic Word-Recognition Tests 
(a) Two-letter and three-letter phonically simple words 
(b) Words with duo-consonantal blends at the beginning 
(c) Words with duo-consonantal blends at the end 
(d) Polysyllabic phonically simple words 
(e) Words involving the main rules of phonetic spelling in English 
(f) The commonest irregularly spelt words 
(g) 'Reversible' words 
(h) Three- and four-letter nonsense syllables (to be used with 
caution) 
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Test No. 8. Oral Word-Recognition Test 
This test is designed to discover something about the child's 
ear-eye co-ordination. The child has to recognize in print words 
spoken by the teacher. 
Test No. 9. Picture Word-Recognition Test 
This tests the ability of the child to choose from amongst 
other words the names of the pictured objects. 
Test No. 10. Silent Prose Reading and Comprehension Test 
This is a test of comprehension of a passage of prose. 
Test No.11. Graded Spelling Test 
A carefully graded and standardized test of spelling, broken 
up into four sub-tests. 
Test No. 12. Graded Test of Reading Experience 
This is a test, for children who score very highly in the 
Standard Test of Reading Skill, of the extent to which reading skills 
have been used in practice. It is as much a vocabulary test as a 
reading test. 
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Qhapter IV 
Methodology 
CHAPTER IV 
METHODOLOGY 
The present study attempted to evaluate the reading 
comprehension of undergraduate learners in A.M.U. Evaluating 
reading comprehension means dealing with a number of factors 
and learner variables. This means probing into what 
comprehension is, how it is acquired, the differences between 
reading in the first language and in the second language, how 
reading relates to cognitive and perceptual abilities and its 
interface with memory, the complexities in analyzing to read aloud. 
The nature of what we read must have some relation to how 
reading takes place. The ESL undergraduate learners have to be 
probed for comprehension of the given text. Reading involves 
mental activity some of which is conscious and some automatic. 
The conscious activity involves a deliberate choice of process 
which has been probed, among the different levels of readers. The 
tasks which are given seeks to examine the reading process of 
sampling, predicting, confirming and correcting (Goodman, 1982). 
123 
The present study has been undertaken through studying the 
processes that the different readers engage in the different text 
types. This has been devised with a view to ascertaining the 
different levels of understanding the text. The observed difference 
were noted and the analysis was done for the different groups of 
undergraduates. This was then confirmed and the result arrived at. 
The survey consisted of a pilot study aimed at 10 students 
each from the Science, Social Science and Arts stream. It 
consisted of undergraduate students, both boys and girls in A.M.U. 
The pilot study was undertaken with a view to ascertaining the 
relevance and validity of the questionnaire. The learners from the 
three groups were administered the test and the results were 
recorded. Few changes were made in the question sheet. 
After this initial survey, the two groups of boys and girls from 
the three streams of Science, Social Science and Arts were given 
the questionnaire. A total of thirty were taken from each group 
making it a total of 90 from girls section and 90 from boys section. 
The questionnaire which was administered had a different set of 
questions for both the groups. For the Arts/Social Science group 
the comprehension passage was of a general nature while for the 
science students the topic was related to their background. The 
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groups were given 50 minutes to complete tlie entire 
questionnaire. Before answering tlie questionnaire the students 
were asked to fill up their profile sheet which attempted to assess 
their competencies in various languages and their inclination 
towards the target language. 
The questionnaire was divided into four parts. Part I 
consisted of ten multiple choice questions. Part II consisted of 
cloze test items with a view to ascertaining their comprehension. 
The scale of measurement had the following breakup in the 
response items— 
i. Exact word 
ii. Equally appropriate 
iii. Semantically acceptable but syntactically unacceptable 
iv. Syntactically acceptable but semantically unacceptable 
V. Semantically and syntactically unacceptable 
vi. No response 
Part III was the editing test where the blanks gave them an 
option of one correct and incorrect answers. This was done with a 
view to checking the errors in comprehension. Part IV was the free 
recall test where the respondents had to recall in about 150 words 
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all what they had read in the comprehension passage. The 
analysis was done by breaking the sentence into clausal units and 
using the survey method of Faigley and Witte (1984 f in analyzing 
the passage on the basis of deletion, permutation, distribution, 
substitution and no change in items. 
The result of the six groups were calculated separately and 
analyzed. They were later compared to see the variation. 
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QKapter V 
Hnalysi SIS 
CHAPTER-V 
ANALYSIS 
5.1 Girls (Science) 
5.1.1 Profile 
The total number of undergraduate girls were 30. Out of 
these twenty five had Urdu as their mother tongue and five had 
Hindi as their mother tongue. Among the other languages known 
two students knew Kashmiri, and one student knew Sanskrit as an 
additional language. Five students showed their familiarity with 
Arabic. In the next question, the learners had to show their 
familiarity with the different languages in terms of their proficiency 
in speaking, reading and writing. Out of 30 all were proficient in 
English. Twenty five students could understand, speak and read 
Urdu but expressed their inability at the written level. Five students 
were able to able to understand, speak, read and write Hindi but 
were not proficient in Urdu. Five students also understood and 
spoke Arabic. Two students could understand Kashmiri and could 
speak the language. One student expressed proficiency in Sanskrit 
language. In question number 7, regarding the language used for 
pleasure reading all 30 students favoured English. Question 
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number 8 dealt with the language used for professional oral and 
technical information. All the students agreed to English as the 
language used here. In question number 9 the language which 
was primarily used for written communication was unanimously 
stated as being English. They all agreed that their background 
knowledge helped them in reading. 
5.1.2 Question Number 1 (Multiple Choice) 
The following is the result of the science (girls) and the 
number is 30. Given below is the result of question number 1 
which was multiple choice. 
Q. 
No. 
1 
2 
3 
4 
5 
6 
7 
8 
9 
10 
Correct Responses (as per no. 
of students) 
29 
29 
30 
30 
29 
0 
12 
29 
30 
22 
Incorrect Responses (as per no. of 
students) 
1 
1 
0 
0 
1 
30 
18 
1 
0 
8 
Tablet 
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The result shows the correct responses as 80% and 
incorrect response as 20%. The highest number of incorrect 
responses in question number 6 was thirty and in question 7 it was 
eighteen. 
5.1.3 Question Number 2 (Cloze Test) 
The cloze test is a deletion of every sixth item and a 
response sheet of six options had been given to them. The 
following was the result obtained. 
The following is the table for cloze test 
Respondent 
1 
2 
3 
4 
5 
6 
7 
8 
9 
10 
Exact 
word 
10 
20 
17 
10 
7 
20 
28 
10 
25 
30 
Equally 
appropriate 
0 
5 
10 
7 
22 
7 
2 
7 
5 
0 
Semantically 
acceptable 
but 
syntactically 
unacceptable 
9 
3 
2 
0 
0 
0 
0 
6 
0 
0 
Syntactically 
acceptable 
but 
semantically 
unacceptable 
7 
0 
0 
8 
0 
0 
0 
2 
0 
0 
Syntactically 
and 
semantically 
unacceptable 
4 
0 
0 
5 
1 
2 
0 
2 
0 
0 
No 
response 
0 
2 
1 
0 
0 
1 
0 
3 
0 
0 
Table 2. 
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Mean/Medium per 30 Studen 
Activity 
Mean 
Median 
% 
Exact 
Word 
18 
14 
59 
Equally 
Appropriate 
7 
15 
22 
ts (for 10 questions) 
Semantically 
Acceptable 
But 
Syntactically 
Unacceptable 
2 
0 
7 
Syntactically 
Acceptable 
But 
Semantically 
Unacceptable 
2 
0 
6 
Semantically 
and 
Syntactically 
Unacceptable 
1 
2 
5 
No 
Response 
1 
1 
2 
Table 3. 
The above table shows the preponderance of exact word at 
59% followed by equally appropriate at 22% and the lowest in the 
no response group at 2%. 
5.1.4 Question Number 3 (Editing Test) 
Q. 
No. 
1 
2 
3 
4 
5 
6 
7 
8 
9 
10 
Exact Word 
30 
30 
27 
30 
30 
30 
30 
30 
30 
30 
Rewritten Word 
0 
0 
3 
0 
0 
0 
0 
0 
0 
0 
Table 4. 
In the editing test, ten blanks had to be filled with the correct 
responses in which the option with the correct responses were 
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given. The majority of the respondents scored highly which was 
99% of exact word answers. 
5.1.5.Question Number 4 (Recall Test) 
S.No. 
1 
2 
3 
4 
5 
6 
7 
8 
9 
10 
11 
12 
13 
14 
15 
16 
17 
18 
19 
20 
21 
22 
23 
24 
25 
26 
27 
28 
29 
30 
Total No. 
of 
Clauses 
29 
39 
32 
29 
29 
32 
29 
34 
35 
27 
26 
31 
24 
18 
32 
29 
24 
32 
21 
26 
31 
19 
20 
27 
31 
23 
29 
22 
25 
28 
Deletion 
2 
14 
5 
2 
5 
8 
7 
6 
8 
5 
2 
7 
4 
4 
5 
4 
5 
3 
7 
2 
6 
6 
2 
9 
4 
7 
4 
1 
2 
5 
Permutation 
2 
5 
3 
8 
4 
4 
4 
3 
9 
8 
4 
5 
3 
2 
3 
2 
3 
8 
4 
2 
3 
4 
4 
2 
8 
3 
3 
8 
4 
3 
Distribution 
8 
10 
8 
2 
3 
3 
10 
7 
6 
8 
2 
4 
2 
8 
8 
8 
4 
4 
3 
8 
7 
5 
10 
6 
7 
6 
5 
5 
2 
4 
Substitution 
4 
3 
4 
4 
7 
5 
3 
9 
5 
4 
8 
5 
9 
2 
4 
4 
7 
5 
5 
4 
6 
3 
2 
3 
4 
4 
10 
4 
8 
7 
No 
Changes 
13 
7 
12 
13 
10 
12 
5 
9 
7 
2 
10 
10 
6 
2 
12 
13 
5 
12 
2 
10 
9 
1 
2 
7 
8 
3 
7 
4 
9 
9 
Table 5. 
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Mean/Median Per Student 
Activity 
Mean 
Median 
% 
Total No. 
of Clauses 
28 
30 5 
100 
Deletion 
5 
35 
18 
Permutation 
4 
25 
15 
Distribution 
6 
8 
21 
Substitution 
5 
4 
18 
No Change 
8 
125 
28 
Table 6. 
Deletion 
18% 
Permutation ^ ^ ^ 
15% 
IBJJt fSBWfc ^S^^^^^^^^^^^M 
^H^^^^H^HHH^N^.',., 
\-Distribution 
21% 
No Change 
28% 
• No Change 
Substitution 
1 Distribution 
• Permutation 
D Deletion 
v. Substitution 
18% 
Figure 6. 
In the free recall test, the respondents had to write the 
recalled passage in about 150 words. The original passage had 12 
sentences and 53 clausal units. The sentences were divided into 
clausal units (T-units) and were tested for following changes in 
comparison with the original addition, deletion, substitution, 
permutation, distribution and consolidation (Faigley and Witte, 
1984). 
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A total number of 53 clauses were in the original text. The 
highest number of clauses used by one respondent was 39. Ten 
respondents used clauses above 30 where as the rest had less 
than that. The above result indicates the 'no change' group as the 
highest number which was 28%. This was followed by distribution 
as 21% and deletion at 18%, substitution as 18% and permutation 
at 15%. 
5.2 Girls (Social Science) 
5.2.1 Profile 
All the 30 undergraduates had Urdu as their mother tongue. 
Among the other languages known, all 30 students knew English, 
Hindi and Urdu languages. In the question dealing with language 
proficiency eight were proficient in Hindi, Urdu and English, ten 
students wrote that they could understand English but could not 
read and write English. Twelve students were proficient in Urdu but 
expressed their inability in understanding English and Hindi. 
In the next question dealing with the language used for 
pleasure, twenty seven used Urdu, while two used English. The 
language used for reading for professional purposes was Urdu. 
The language used for written communication was Urdu. In the last 
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question dealing witii tine role of background knowledge, twenty 
five students stated that it helped in reading while the rest five 
stated that it did not help in reading. The passage which was 
administered to the social science stream was a passage related 
to the development of prehistoric times. 
5.2.2 Question Number 1 (Multiple Choice) 
Q. No. 
1 
2 
3 
4 
5 
6 
7 
8 
9 
10 
Correct Responses (as per no. of 
students) 
27 
30 
2,0 
30 
30 
30 
22 
29 
30 
30 
Incorrect Responses (as per no. of 
students) 
3 
0 
10 
0 
0 
0 
8 
1 
0 
0 
Table 7 
The figure suggested a maximum of correct answers as 
92.7% and incorrect as 73%. Question number 3 had 10 incorrect 
responses. The other incorrect responses were in question 
number 7. The multiple choice questions were constructed mainly 
with a view to checking the comprehension of a given passage. 
T^'mw, 
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5.2.3.Question Number 2 (Cloze Test) 
Respondent 
1 
2 
3 
4 
5 
6 
7 
8 
9 
10 
Exact 
word 
15 
5 
30 
18 
19 
19 
30 
30 
6 
6 
Equally 
appropriate 
7 
0 
0 
11 
0 
8 
0 
0 
23 
0 
Semantically 
acceptable 
but 
syntactically 
unacceptable 
1 
0 
0 
0 
0 
0 
0 
0 
0 
16 
Syntactically 
acceptable 
but 
semantically 
unacceptable 
0 
0 
0 
0 
0 
0 
0 
0 
0 
4 
Syntactically 
and 
semantically 
unacceptable 
0 
0 
0 
0 
11 
0 
0 
0 
0 
3 
No 
response 
7 
25 
0 
1 
0 
3 
0 
0 
1 
1 
Table 8 
Mean/Medium per 30 Studen 
Activity 
Mean 
Median 
% 
Exact 
Word 
18 
19 
59 
EqUfilly 
Appropriate 
5 
4 
16 
ts (for 10 questions) 
Semantically 
Acceptable 
But 
Syntactically 
Unacceptable 
2 
0 
6 
Syntactically 
Acceptable 
But 
Semantically 
Unacceptable 
0 
0 
1 
Semantically 
and 
Syntactically 
Unacceptable 
1 
6 
5 
No 
Response 
4 
2 
13 
Table 9 
The cloze test deleted the 6 item in the sentence. The 
passage was related to the comprehension passage read earlier. 
The cloze test indicates the preponderance of exact word 
substitution in most of the cases. The result shows the highest 
number of use of exact word as 59%, followed by equally 
appropriate which was 16%, and 13% in the no response group. 
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5.2.4 Question Number 3 (Editing Test) 
Q. 
No. 
1 
2 
3 
4 
5 
6 
7 
8 
9 
10 
Exact Word 
30 
23 
11 
22 
18 
4 
12 
25 
30 
11 
Rewritten Word 
0 
7 
19 
8 
12 
26 
18 
5 
0 
19 
Table 10 
The editing test siiows tine exact word as 62% and tine 
rewritten word as 38%. 
5.2.5 Question Number 4 (Recall Test) 
S.No. 
1 
2 
3 
4 
5 
6 
7 
8 
9 
10 
11 
12 
13 
14 
15 
16 
Total No. 
of Clauses 
18 
30 
25 
28 
20 
35 
24 
32 
16 
30 
23 
19 
22 
28 
23 
20 
Deletion 
3 
4 
4 
7 
3 
6 
6 
8 
4 
7 
9 
3 
6 
7 
7 
4 
Permutation 
6 
8 
6 
4 
5 
9 
7 
7 
2 
5 
3 
6 
5 
5 
3 
5 
Distribution 
2 
3 
3 
6 
2 
7 
5 
9 
3 
8 
5 
5 
4 
6 
5 
3 
Substitution 
5 
9 
3 
5 
3 
8 
2 
5 
5 
4 
2 
2 
5 
8 
6 
2 
No 
Changes 
2 
6 
9 
6 
7 
5 
4 
3 
2 
6 
4 
3 
2 
2 
2 
6 
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The original passage had 23 sentences and 64 clauses. The 
highest number of clauses used by a respondent here was 35. 
Seven respondents had used clauses numbering above 30. The 
lowest number was a passage comprising 17 clauses written by 
two students. The distributional pattern shows the following trend-
the maximum number of clauses was in the use of deletion (25%) 
followed by permutation (21%), substitution (20%) distribution 
(19%) and no change group (15%). 
5.3 Girls (Arts) 
5.3.1 Profile 
Among 30 students, Urdu was the mother tongue for twenty 
seven students and three students had Dari as their mother 
tongue. Among other languages known three students knew 
English, Hindi, Urdu and Persian, eight students knew English, 
Hindi, Urdu and Arabic and nineteen knew English, English Urdu. 
In question number 6, which dealt with language proficiency, 
seven students could understand, speak, read and write English. 
Twenty students wrote that they could understand, read and write 
English but lacked speaking skills. Three students showed their 
proficiency only in Urdu language. The next question dealt with the 
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language used for pleasure reading. The following was the result-
eighteen students used Urdu in reading for pleasure and twelve 
students used English for pleasure. The next question was 
regarding the language used in reading for professional purposes. 
Among the 30 students, twenty two students answered that it was 
Urdu while eight wrote that it was English. In the question dealing 
with the language used for written communication, nineteen 
students stated it as Urdu and eleven students stated it as English. 
With regard to the inference of background knowledge in reading, 
twenty one students wrote that it helped them in reading while nine 
stated that it did not help them in reading. 
5.3.2 Question Number 1 (Multiple Choice) 
Q. 
No. 
1 
2 
3 
4 
5 
6 
7 
8 
9 
10 
Correct Responses (as per no. 
of students) 
30 
27 
30 
30 
30 
30 
24 
30 
30 
30 
Incorrect Responses (as per no. of 
students) 
0 
3 
0 
0 
0 
0 
6 
0 
0 
0 
Table 13 
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The maximum number of correct response was 97% and 
minimum was 3%. 
5.3.3 Question Number 2 (Cloze Test) 
Respondent 
1 
2 
3 
4 
5 
6 
7 
8 
9 
10 
Exact 
word 
30 
2 
0 
30 
30 
10 
30 
0 
30 
30 
Equally 
appropriate 
0 
0 
0 
0 
0 
20 
0 
0 
0 
0 
Semantically 
acceptable 
but 
syntactically 
unacceptable 
0 
0 
0 
0 
0 
0 
0 
20 
0 
0 
Syntactically 
acceptable 
but 
semantically 
unacceptable 
0 
28 
0 
0 
0 
0 
0 
5 
0 
0 
Syntactically 
and 
semantically 
unacceptable 
0 
0 
30 
0 
0 
0 
0 
4 
0 
0 
No 
response 
0 
0 
0 
0 
0 
0 
0 
1 
0 
0 
Table 14 
Mean/Medium per 30 Studen 
Activity 
Mean 
Median 
% 
Exact 
Word 
19 
20 
64 
Equally 
Appropriate 
2 
10 
7 
ts (for 10 questions) 
Semantically 
Acceptable 
But 
Syntactically 
Unacceptable 
2 
0 
7 
Table 1 
Syntactically 
Acceptable 
But 
Semantically 
Unacceptable 
3 
0 
11 
5 
Semantically 
and 
Syntactically 
Unacceptable 
3 
0 
11 
No 
Response 
0 
0 
0 
The percentage was highest in the exact word category at 
94%, followed by syntactically acceptable and semantically 
141 
unacceptable at 11%, semantically and syntactically unacceptable 
at 11% and the rest at 7% except no response category. 
5.3.4 Question Number 3 (Editing Test) 
Q. 
No. 
1 
2 
3 
4 
5 
6 
7 
8 
9 
10 
Exact Word 
30 
10 
30 
2 
30 
13 
18 
30 
3 
30 
Rewritten Word 
0 
20 
0 
28 
0 
17 
12 
0 
27 
0 
Table 16 
The percentage of exact word replacement was 65.3% and 
the rewritten was 34.6%. 
5.3.5 Question Number 4 (Recall Test) 
S.No. 
1 
2 
3 
4 
5 
6 
7 
8 
Total No. 
of 
Clauses 
24 
18 
18 
22 
24 
20 
28 
10 
Deletion 
4 
6 
6 
8 
7 
2 
1 
2 
Permutation 
5 
3 
3 
2 
6 
4 
5 
1 
Distribution 
8 
2 
2 
4 
3 
2 
9 
2 
Substitution 
5 
4 
4 
5 
3 
10 
7 
4 
No 
Changes 
2 
1 
1 
3 
5 
2 
6 
1 
142 
9 
10 
11 
12 
13 
14 
15 
16 
17 
18 
19 
20 
21 
22 
23 
24 
25 
26 
27 
28 
29 
30 
32 
24 
15 
11 
28 
22 
12 
26 
18 
22 
16 
28 
25 
17 
29 
29 
21 
18 
20 
22 
19 
23 
10 
2 
2 
2 
8 
7 
2 
8 
6 
8 
3 
8 
,9 
3 
8 
7 
2 
4 
6 
8 
2 
7 
7 
4 
1 
2 
6 
5 
2 
6 
4 
5 
2 
6 
6 
5 
7 
9 
5 
2 
2 
3 
4 
5 
6 
2 
3 
5 
9 
2 
4 
5 
2 
3 
4 
4 
5 
7 
5 
5 
6 
3 
1 
7 
6 
3 
Table 17 
Mean/Median Per Student 
Activity 
Mean 
Median 
% 
Total No. 
of Clauses 
21 
19 
100 
Deletion 
5 
5 
25 
Permutation 
4 
4 
20 
Distribution 
4 
45 
20 
7 
10 
5 
1 
3 
5 
1 
3 
5 
4 
5 
7 
3 
1 
6 
7 
5 
5 
3 
3 
5 
5 
Substitution 
5 
2 
22 
2 
6 
4 
1 
2 
3 
3 
4 
1 
2 
2 
3 
2 
1 
3 
1 
3 
4 
8 
1 
2 
3 
No Change 
3 
35 
13 
Table 18 
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No Change 
13% 
Permutation 
20% 
Substitution 
22% 
Distribution 
20% 
• No Change 
Substitution 
^ Distribution 
• Permutation 
L Deletion 
Figure 8 
The recall pattern suggests a reduction of the number of 
clauses. The differences in the sentence changes shows deletion 
as being the most common (25%) followed by substitution (22%). 
distribution (20%), permutation (20%) and finally by no changes 
(13%). The number of deletion had been the cause leading to the 
reduction of the total number of clauses. However, this tendency 
had been overcome by using clausal substitution. Distribution and 
permutation are almost on similar levels of clauses. The above 
changes are significant for they suggest the ability of the learner to 
make significant changes without altering the meaning of the 
original passage. The no change group (13%) on the one hand. 
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indicates the number of sentences incorporated in the passage 
from the original but the number is not a high figure which 
suggests the willingness and capability of the learner to make 
significant changes. 
5.4 Boys (Science) 
5.4.1 Profile 
The profile of 30 boys in the science stream shows Urdu as 
the mother tongue for all. Among the other languages known, five 
boys stated it as English, Hindi, Arabic and Urdu, while twenty 
stated English, Hindi and Urdu as the answer. In the question on 
language proficiency, thirty respondents had Urdu and English 
proficiency, while eight students had no proficiency in Hindi. Six 
respondents claimed that they spoke, read and understood Arabic. 
In the following sets of question dealing with reading for pleasure, 
for professional purposes and the language used in written 
communication, the answer by all the respondents was English. 
They all agreed that their background knowledge helped them in 
reading. 
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5.4.2 Question Number 1 (Multiple Choice Test) 
Q. 
No. 
1 
2 
3 
4 
5 
6 
7 
8 
9 
10 
Correct Responses (as per no. 
of students) 
30 
29 
30 
24 
22 
30 
30 
27 
30 
30 
Incorrect Responses (as per no. of 
students) 
0 
1 
0 
6 
8 
0 
0 
3 
0 
0 
Table 19 
The maximum number of correct response was 94% and 
minimum was 6%. 
5.4.3 Question Number 2 (Cloze Test) 
Respondent 
1 
2 
3 
4 
5 
6 
7 
8 
9 
10 
Exact 
word 
25 
15 
19 
30 
30 
14 
30 
30 
10 
30 
Equally 
appropriate 
0 
10 
8 
0 
0 
16 
0 
0 
20 
0 
Semantically 
acceptable 
but 
syntactically 
unacceptable 
3 
0 
3 
0 
0 
0 
0 
0 
0 
0 
Syntactically 
acceptable 
but 
semantically 
unacceptable 
0 
0 
0 
0 
0 
0 
0 
0 
0 
0 
Syntactically 
and 
semantically 
unacceptable 
2 
5 
0 
0 
0 
0 
0 
0 
0 
0 
No 
response 
0 
0 
0 
0 
0 
0 
0 
0 
0 
0 
Table 20 
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Mean/Medium per 30 Studen 
Activity 
Mean 
Median 
% 
Exact 
Word 
23 
22 
78 
Equally 
Appropriate 
5 
8 
18 
ts (for 10 questions) 
Semantically 
Acceptable 
But 
Syntactically 
Unacceptable 
1 
0 
2 
Syntactically 
Acceptable 
But 
Semantically 
Unacceptable 
0 
0 
0 
Semantically 
and 
Syntactically 
Unacceptable 
1 
0 
2 
No 
Response 
0 
0 
0 
Table 21 
In the cloze test, another passage based on science was 
given to the respondents from which the 6"^  item was deleted. The 
result showed the maximum number of exact answers (78%), 
followed by equally appropriate (18%), semantically acceptable 
and syntactically unacceptable as being (2%) and semantically 
and syntactically unacceptable as being (2%). 
5.4.4 Question Number 3 (Editing Test) 
Q. No. 
1 
2 
3 
4 
5 
6 
7 
8 
9 
10 
Exact Word 
30 
30 
27 
30 
30 
30 
22 
30 
30 
30 
Rewritten Word 
0 
0 
3 
0 
0 
0 
8 
0 
0 
0 
Table 22 
The editing test which was the error test aimed at checking 
the ability to locate the errors and substitute the correct word 
showed correct responses among the maximum number of 
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students. The exact words were 96.3% while the rewritten words 
were 3.6%. 
5.4.5 Question Number 4 (Recall Test) 
S.No. 
1 
2 
3 
4 
5 
6 
7 
8 
9 
10 
11 
12 
13 
14 
15 
16 
17 
18 
19 
20 
21 
22 
23 
24 
25 
26 
27 
28 
29 
30 
Total No. 
of Clauses 
24 
29 
21 
18 
30 
29 
19 
24 
30 
22 
27 
23 
21 
18 
25 
22 
28 
17 
26 
18 
24 
19 
23 
27 
20 
15 
22 
18 
23 
21 
Deletion 
8 
9 
3 
6 
7 
! 8 
2 
7 
6 
8 
9 
7 
7 
2 
6 
5 
8 
2 
7 
2 
7 
3 
7 
9 
2 
3 
6 
3 
5 
8 
Permutation 
3 
4 
5 
3 
3 
5 
4 
4 
4 
3 
3 
3 
3 
5 
4 
4 
3 
3 
3 
5 
4 
2 
3 
3 
7 
2 
2 
4 
8 
2 
Distribution 
7 
7 
7 
1 
10 
6 
8 
6 
11 
5 
5 
4 
8 
5 
9 
6 
9 
5 
8 
7 
6 
7 
5 
7 
3 
5 
8 
2 
6 
9 
Substitution 
5 
7 
4 
1 
3 
8 
1 
1 
3 
4 
2 
4 
1 
2 
4 
4 
4 
4 
5 
3 
3 
3 
6 
4 
6 
4 
4 
5 
2 
1 
No 
Changes 
1 
2 
2 
7 
7 
2 
4 
6 
6 
2 
8 
5 
2 
4 
2 
3 
3 
3 
3 
1 
4 
4 
2 
4 
2 
1 
2 
4 
2 
1 
Table 23 
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Mean/Median Per Student 
Activity 
Mean 
Median 
% 
Total No. 
of Clauses 
23 
23 5 
100 
Deletion 
6 
55 
25 
Permutation 
4 
4 
16 
Distribution 
6 
75 
28 
Substitution 
4 
4 
16 
No Change 
3 
25 
15 
Table 24 
J.^^^t••J-' 
Permutation 
16% 
No Change 
15% 
Substitution 
16% 
/ « No Change 
i Substitution 
« Distribution 
m Permutation 
• Deletion 
Distribution 
28% 
Figure 9 
In the recall test, out of a total of 53 clauses in the original 
passage, the highest number in the recalled passage was 30 for 
two respondents and the lowest was 15. The changes which were 
made had the highest number was distribution at (28%) followed 
by deletion (25%), substitution (16%), permutation (16%), and 
finally no changes (15%). The ability to make distributional 
changes suggests the ability of the respondents to be able to 
comprehend the passage and make the necessary alterations 
rather than leave it as a 'no change' group. The clausal level 
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variations were at the distributional level, where the original clausal 
and lexical items have been seen to be distributed in the rewritten 
passage. The minimum percentage (15%) of the no change group 
indicates the respondents unwillingness to incorporate the same 
items without changes. 
5.5 Boys (Social Science) 
5.5.1 Profile 
Among the thirty boys under study in social science stream, 
Urdu was the mother tongue for twenty five students, Kashmiri for 
one, Hindi for three students, and Bengali for one. Among the 
languages known twenty five knew English, Hindi and Urdu. One 
knew English and Hindi, one knew English, Hindi and Bengali and 
one knew English and Hind. The language proficiency chart 
showed the following trend. Twenty six students stated that they 
were proficient in English, three stated that they could not read or 
write Hindi, one stated that they could not understood, read or 
write Hindi and one wrote that he knew Bengali, Hindi and English. 
In the next question regarding the language used in reading for 
pleasure twenty five students wrote English, four students stated 
Urdu and one stated Bengali. In the question regarding the 
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language used in reading for professional purposes, twenty seven 
stated it as English while three students claimed it as Urdu. The 
language used primarily in written communication was English to 
be used by twenty two students and Urdu by eight students. All the 
respondents agreed that their background knowledge helped in 
their task. 
5.5.2 Question Number 1 (Multiple Choice Test) 
Q. 
No. 
1 
2 
3 
4 
5 
6 
7 
8 
9 
10 
Correct Responses (as 
per no. of students) 
30 
18 
30 
25 
30 
30 
22 
30 
30 
30 
Incorrect Responses (as per 
no. of students) 
0 
12 
0 
5 
0 
0 
7 
0 
0 
0 
No Response 
0 
0 
0 
0 
0 
0 
1 
0 
0 
0 
Table 25 
The maximum number of correct response was 91.6% and 
the minimum was 8.6%. 
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5.5.3 Question Number 2 (Cloze Test) 
Respondent 
1 
2 
3 
4 
5 
6 
7 
8 
9 
10 
Exact 
word 
15 
0 
30 
30 
0 
5 
30 
25 
30 
30 
Equally 
appropriate 
10 
28 
0 
0 
0 
0 
0 
0 
0 
0 
Semantlcally 
acceptable 
but 
syntactically 
unacceptable 
4 
2 
0 
0 
30 
5 
0 
5 
0 
0 
Syntactically 
acceptable 
but 
semanticaily 
unacceptable 
0 
0 
0 
0 
0 
20 
0 
0 
0 
0 
Syntactically 
and 
semanticaily 
unacceptable 
0 
0 
0 
0 
0 
0 
0 
0 
0 
0 
No 
response 
1 
0 
0 
0 
0 
0 
0 
0 
0 
0 
Table 26 
Mean/Medium per 30 Studen 
Activity 
Mean 
Median 
% 
Exact 
Word 
20 
3 
65 
Equally 
Appropriate 
4 
0 
13 
ts (for 10 questions) 
Semanticaily 
Acceptable 
But 
Syntactically 
Unacceptable 
5 
18 
15 
Syntactically 
Acceptable 
But 
Semanticaily 
Unacceptable 
2 
10 
7 
Semanticaily 
and 
Syntactically 
Unacceptable 
0 
0 
0 
No 
Response 
0 
0 
0 
Table 27 
The cloze test showed the exact word answers as being 
65%. The next column of equally appropriate had 13% of correct 
answers. The third choice of semanticaily acceptable and 
syntactically unacceptable showed 15% result. In the category of 
syntactically acceptable and semanticaily unacceptable, the 
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percentage was 7% there were twenty respondents in question 
number 6. 
5.5.4 Question Number 3 (Editing Test) 
Q. 
No. 
1 
2 
3 
4 
5 
6 
7 
8 
9 
10 
Exact Word 
30 
30 
11 
19 
11 
9 
12 
2 
8 
16 
Rewritten Word 
0 
0 
19 
11 
19 
21 
18 
28 
22 
14 
Table 28 
The percentage of exact word was 49% and rewritten 51%. 
5.5.5 Question Number 4 (Recall Test) 
S.No. 
1 
2 
3 
4 
5 
6 
7 
Total No. 
of 
Clauses 
30 
25 
20 
25 
29 
32 
14 
Deletion 
7 
6 
2 
7 
10 
10 
2 
Permutation 
3 
5 
5 
4 
6 
8 
5 
Distribution 
10 
8 
7 
2 
3 
3 
5 
Substitution 
3 
4 
4 
4 
2 
2 
8 
No 
Changes 
7 
2 
2 
8 
8 
9 
2 
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8 
9 
10 
11 
12 
13 
14 
15 
16 
17 
18 
19 
20 
21 
22 
23 
24 
25 
26 
27 
28 
29 
30 
22 
42 
32 
36 
22 
26 
24 
22 
29 
30 
24 
21 
46 
39 
42 
53 
44 
38 
58 
22 
36 
19 
28 
4 
3 
6 
3 
3 
6 
4 
4 
10 
8 
3 
3 
10 
9 
20 
6 
19 
8 
10 
3 
8 
4 
9 
5 
6 
8 
5 
2 
2 
7 
1 
5 
6 
8 
5 
8 
5 
5 
9 
4 
6 
9 
2 
7 
3 
3 
4 
5 
10 
10 
6 
7 
3 
7 
4 
4 
2 
2 
9 
2 
6 
5 
7 
2 
12 
7 
8 
2 
5 
2 
8 
6 
8 
5 
4 
5 
8 
2 
2 
6 
3 
9 
3 
1 
8 
3 
2 
8 
2 
4 
4 
1 
7 
20 
2 
10 
6 
7 
6 
2 
8 
10 
7 
8 
10 
20 
10 
25 
11 
20 
20 
8 
9 
5 
10 
Table 29 
Mean/Mec 
Activity 
Mean 
Median 
% 
ian Per Student 
Total No. 
of Clauses 
31 
25 5 
100 
Deletion 
7 
7 
22 
Permutation 
5 
3 
16 
Distribution 
6 
55 
18 
Substitution 
4 
5 
13 
No Change 
9 
5 
30 
Table 30 
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Deletion 
22% 
No Change 
31% 
Permutation 
16% 
• No Change 
Substitution 
m Distribution 
• Permutation 
• Deletion 
Substitution 
13% 
.Distribution 
18% 
Figure 10 
In the recall item, the original passage had 23 sentences and 
64 clauses. In the recalled passage the highest number of clauses 
was 58 and the lowest number was 14. The following trend and the 
highest number of changes is in the no change column (30%), 
followed by deletion (22%), distribution (18%), permutation (16%) 
and finally substitution (13%). The figure shows substitution as the 
lowest in the changed category. The substitution category is 
indicative of the subjective responses but has been minimally 
represented here. 
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5.6 Boys (Arts) 
5.6.1 Profile 
The boys arts group had Urdu as their mother tongue. 
Among the other languages known twenty five respondents knew 
English, Hindi and Urdu. Three respondents knew Hindi, Urdu and 
Arabic, four respondents knew English, Hindi, Urdu and Kashmiri 
and one knew English, Hindi and Bengali. In question number 6 
dealing with language proficiency, the following was the result-
twenty respondents were familiar with English, three could 
understand Hindi but could not read and write it, four could 
understand English, Urdu and Kashmiri, but could not write Hindi. 
One student could understand English, Hindi, Bengali and could 
not read or write Urdu, while two others could not read nor write 
Urdu. In question number 7, which was regarding the language 
used for pleasure reading, twenty students stated that it was Urdu 
while for the rest it was English. The language used for 
professional purposes was Urdu for twenty two students and 
English for the others. The language used for written 
communication was Urdu for twenty two and English for others. 
With regard to the use of background knowledge in reading, twenty 
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six students stated in the affirmative and four stated in the 
negative. 
5.6.2 Question Number 1 (Multiple Choice Test) 
Q. No. 
1 
2 
3 
4 
5 
6 
7 
8 
9 
10 
Correct Responses (as per no. of 
students) 
10 
25 
9 
20 
5 
18 
27 
26 
16 
24 
Incorrect Responses (as per no. of 
students) 
20 
5 
21 
10 
25 
12 
3 
4 
14 
6 
Table 31 
The multiple choice showed a variation in the number of 
correct and incorrect responses. The percentage of correct 
responses was 60%, while incorrect was 40% among the total 
thirty students. 
5.6.3 Question Number 2 (Cloze Test) 
Respondent 
1 
2 
3 
4 
5 
6 
7 
8 
9 
10 
Exact 
word 
3 
8 
2 
6 
0 
0 
10 
30 
3 
20 
Equally 
appropriate 
7 
15 
0 
1 
18 
25 
19 
0 
0 
0 
Semantlcally 
acceptable 
but 
syntactically 
unacceptable 
0 
0 
8 
0 
9 
3 
1 
0 
7 
5 
Syntactically 
acceptable 
but 
semantlcally 
unacceptable 
6 
0 
3 
3 
0 
0 
0 
0 
2 
0 
Syntactically 
and 
semantically 
unacceptable 
5 
4 
7 
5 
0 
0 
0 
0 
0 
2 
No 
response 
9 
3 
10 
15 
3 
2 
0 
0 
18 
3 
Table 32 
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Mean/Medium per 30 Studen 
Activity 
Mean 
Median 
% 
Exact 
Word 
8 
0 
27 
Equally 
Appropriate 
9 
22 
28 
ts (for 10 questions) 
Semantically 
Acceptable 
But 
Syntactically 
Unacceptable 
3 
6 
11 
Syntactically 
Acceptable 
But 
Semantically 
Unacceptable 
1 
0 
5 
Semantically 
and 
Syntactically 
Unacceptable 
2 
0 
8 
No 
Response 
6 
3 
21 
Table 33 
The cloze test showed highest number in equally appropriate 
category (28%). This was followed by the exact word category 
(27%). A large number (21%) had not given any response. The 
next highest category (11%) belonged to semantically accurate 
and syntactically in accurate group. The lowest (5%) was for 
syntactically accurate but semantically inaccurate. The highest 
percentage of words which were in the equally appropriate and 
exact category suggests the ability of the respondents to correct 
the passage and to be able to supply the missing grammatical and 
lexical items. 
5.6.4 Question Number 3 (Editing Test) 
Q. No. 
1 
2 
3 
4 
5 
6 
7 
8 
9 
10 
Exact Word 
30 
10 
30 
2 
12 
15 
7 
3 
9 
11 
Rewritten Word 
0 
18 
0 
22 
18 
15 
15 
25 
21 
19 
No Response 
0 
2 
0 
6 
0 
0 
8 
2 
0 
0 
Table 34 
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In the editing test, the exact word was 43% and number of 
rewritten was 51.3%. There were six in the no response group in 
question number 4 and in question number 2. The total number of 
rewritten items had been done one hundred forty six times in the 
various questions. 
5.6.5 Question Number 4 (Recall Test) 
S.No. 
1 
2 
3 
4 
5 
6 
7 
8 
9 
10 
11 
12 
13 
14 
15 
16 
17 
18 
19 
20 
21 
22 
23 
24 
25 
26 
27 
28 
29 
30 
Total No. 
of Clauses 
25 
38 
18 
45 
26 
30 
34 
32 
49 
20 
35 
36 
23 
22 
26 
25 
22 
18 
29 
24 
28 
30 
25 
47 
19 
26 
39 
22 
25 
24 
Deletion 
10 
10 
3 
10 
5 
9 
10 
6 
10 
6 
9 
8 
7 
3 
6 
5 
6 
2 
10 
7 
10 
9 
8 
20 
1 
5 
10 
4 
7 
6 
Permutation 
2 
5 
4 
15 
7 
7 
3 
8 
4 
3 
4 
7 
4 
2 
2 
6 
5 
6 
8 
4 
2 
8 
3 
9 
7 
3 
3 
3 
4 
5 
Distribution 
5 
8 
2 
9 
6 
6 
8 
10 
9 
2 
9 
9 
8 
6 
7 
3 
3 
3 
6 
6 
5 
3 
5 
7 
3 
7 
9 
8 
6 
6 
Substitution 
3 
10 
4 
10 
5 
3 
9 
6 
20 
5 
5 
8 
3 
5 
7 
2 
7 
5 
3 
3 
8 
2 
6 
2 
5 
4 
7 
2 
5 
3 
No 
Changes 
5 
5 
5 
1 
3 
5 
4 
2 
6 
4 
8 
4 
1 
6 
4 
9 
1 
2 
2 
5 
3 
8 
3 
9 
2 
7 
10 
5 
3 
5 
Table 35 
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Mean/Mec 
Activity 
Mean 
Median 
% 
ian Per Student 
Total No. 
of Clauses 
29 
25 5 
100 
Deletion 
7 
5 5 
26 
Permutation 
5 
4 
18 
Distribution 
6 
5 
21 
Substitution 
6 
4 5 
19 
No Change 
5 
6 5 
16 
Table 36 
Deletion 
26%. 
-*• ..w* 
Permutation 
18% 
No Change 
.16% 
~* «4ri**iW99|tDtW BFl 
J^I«B|>A* 
Substitution 
. 19% 
• No Change 
Substitution 
• Distribution 
B Permutation 
Deletion 
Distribution 
21% 
Figure 11 
In the recall item, the original passage had 23 sentences and 
64 clauses. The highest number of clauses is 49 followed by 45, 
while the lowest number is 18. The maximum changes can be 
seen in the deletion category (26%), followed by distribution (21%) 
and the least number of changes is in the no change category 
(16%). 
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QKapter VI 
Qonclusion 
CHAPTER VI 
CONCLUSION 
Reading is viewed as a complex process consisting of 
interacting subprocesses. The lexical and semantic complexity in 
reading may require more than the ability to simply associate 
words. The ability in reading depends on linguistically based 
processes that support word identification and understanding 
sentences. Reading ability results show an association between 
comprehension and low level linguistic processing. 
The present study, aimed at testing reading comprehension 
abilities, was administered to both boys and girls in the three 
streams (arts, social science, and science) at the undergraduate 
level in Aligarh Muslim University, Aligarh. A set of four tests were 
administered to test the reading comprehension among these 
groups of learners. The four tests were multiple choice, cloze test, 
editing test (error test) and free recall test. A few commonalities as 
well as a few differences were seen in the result. 
The multiple choice test was aimed at comprehension 
monitoring with regard to the passage which had been given to the 
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learners. Among the ten questions in tinis category served to tine 
respondents to elicit the comprehensibility of the passage, some 
were comprehension questions and the others were inferential 
types. The aim was to test the real world reading process along 
with the test taking abilities. The variations among the testees 
showed the following trends in the multiple choice. 
Among the boys, the highest number of correct response 
was in science (94%), followed by social science (91.2%) and arts 
(60%). Among the girls, the highest was in arts (97%), followed by 
social science (92.7%) and science (80%). The differences among 
the two was more evident in arts group in which the girls were 
leading. 
A few generalizations can be made from the results. The 
poor performance among some learners may be because of their 
lack of linguistic knowledge and difficulty in understanding the text. 
It may also be on account of lack of systematic heuristic strategies 
to evoke the correct responses among themselves. Yet another 
factor may be the lack of practice of multiple choice questions 
among learners. 
In the cloze test, the scores were highest in science, followed 
by social science and arts among both boys and girls. Between the 
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two, boys in the science section had the highest followed by the 
social science group An emerging area for research in 
comprehension had been the use of cloze tests to measure 
second language proficiency It has been a reliable and powerful 
testing procedure and an effective device for teaching It helps the 
learners in making guesses and to anticipate The passage 
selected for cloze test among both the groups was in congruence 
with their background knowledge and the text which they had read 
for answenng comprehension questions The 6'^  word deletion was 
aimed at an integrated testing procedure rather than focusing on a 
particular grammatical unit A slight difference was seen in the 
result in case of boys and girls In the boys category, the highest 
number of exact words used was in the case of science, followed 
by social science and arts Among girls, it was arts, followed by an 
equal number in social science and science Between the highest 
number among both boys and girls, the score of boys was higher, 
which was 78% when compared to the highest among girls which 
was 64% in arts group Surprisingly, it was girls arts group which 
outperformed social science and science in this test The highest 
number of no response 21%, was found among boys arts section 
The cloze test gives an insight into the ability of the learners to 
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make use of contextual strategies. The n'^  item which was deleted 
was aimed at finding out their competence in being able to 
understand the passage and to supply the correct words Mastery 
of this strategy for being able to locate the right word, which 
included both grammatical and lexical category, may be an 
important indication for monitoring one's comprehension It was 
also aimed at determining the difficulty level of the learner and 
their readability level. The result of the exact word and equally 
appropnate word category taken together was an indication of the 
readability level among learners. This result indicated the score in 
the following order—Boys science (96%) followed by girls science 
(81%), then boys social science (78%), girls social science (75%), 
girls arts (71%) and finally boys arts (55%). Between the two arts 
group, the difference seemed to be quite a bit with the 
performance of the girls being better than that of the boys The test 
was an effective means for testing the ability of the learners to 
guess and in a way provided diagnostic information. It helped in 
diagnosing the language proficiency of the learners and their ability 
or their inability to make the correct choice. 
In the editing test, the passage which was given had errors in 
each line which the testee had to identify They had to identify one 
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error per line and had to write the correction in the space next to it. 
The test was similar to a proof reading task but with some 
restrictions, it aimed at testing the abilities in reading and in being 
able to diagnose the errors which had been incorporated 
deliberately. The science stream among both boys and girls fared 
well with boys at 96.3% and girls 99%. The difference was more 
visible in the social science stream and the arts stream of both the 
groups. Between the two, boys showed lower percentage than the 
girls in both the streams. The percentage of rewriting done among 
all the groups showed a higher percentage among boys in arts 
(51.3%) and social science (52%) followed by girls social science 
(38%) and arts group (34.6%). The high percentage of rewriting 
couid be a pointer towards the indecisiveness among learners and 
their inability to make the correct choice with regard to the error in 
the text. The errors which had been inserted deliberately were 
common errors and their inability at being able to make the 
distinction could also be an indication of the process of fossilization 
of errors for the learners. The rewriting could suggest their struggle 
to overcome this and an indication of the guesses, which they had 
made. Among the no response group, all the groups except boys 
arts had a small percentage (6%). This shows a positive trend for it 
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signals the efforts made by all the groups towards answering the 
question. The editing test had its limitation by confining the errors 
to one word per sentence and by leaving some lines as error free 
zone, but, it did attempt to test the linguistic and reading abilities of 
the learners. 
The recall test where the learners had to read the text and 
write whatever they couid recall, provided insights into the thinking 
process. The responses on the individual levels could be viewed 
as individual differences in memory and reasoning. The test 
attempted to measure reading comprehension in a way which 
differed from others for there were no test questions which 
intervened between the reader and the text. It revealed information 
about how the information was stored and retrieved through the 
analysis of the various prepositional structures. Of the five 
categories given for the analysis of the sentences the results 
among boys showed the highest number of deletion among arts 
(26%) and social science (22%) and the highest number of 
distribution among science (28%). A high percentage of no change 
category also existed among the three groups. Taken together, the 
result of the boys showed the highest percentage in the following 
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order—deletion (73%) distribution (67%), no change (61%), 
permutation (50%) and finally substitution 
Among the girls, the maximum number of changes were in 
the deletion category among arts (25%) and social science (25%) 
and in the distribution category (21%) among science The total 
among the three groups showed the following trend, with the 
highest in deletion (68%), distribution (60%), substitution (60%), 
permutation (56%) and no change (56%) category The 
commonality in both the groups was in the high number of deleted 
items followed by distnbution with the lowest in permutation Recall 
of the passage and the analysis of the clausal units showed certain 
differences which were indicative of their reading ability The lack 
of integrative processing may be related to the fact that they may 
not have understood passage completely Their attempts at being 
able to recreate the text with a maximum deletions but their 
inability to reach the maximumi clause structure level and to make 
the necessary changes suggests various deficits at the different 
levels The recall passage was further suggestive of the abilities of 
a reader to recreate through a number of changes and corrective 
measures 
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The result of the four tests does not show a significant 
difference among the girls and boys. The difference however, is 
more visible in the three streams of science, social science and 
arts. Enhancement of reading comprehension among the various 
groups needs to be done by providing more drills and reading 
comprehension exercises. Learners need to be motivated to use 
various strategies in cases of comprehension failure. An approach 
which is more interactive in nature, incorporating both top down 
and bottom up, needs to be applied along with the various 
exercises. 
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Hppmdi ices 
Questionnaire 
(To be filled by students) 
1 Name 
2 Age 
3 Mother tongue 
4 Educational Qualifications 
Science 
5 Other languages known 
6 Language proficiency (use tick mark v^) 
Language Understand Speak Read Wnte 
a English 
b Hindi 
c Urdu 
d Any other 
7 Which language do you use in reading for pleasure 
8 Which language do you use m reading for professional oral information/technical 
information 
9 Which language is used pnmanly by you in wntten communication 
10 Does your background knowledge help you in reading Yes/No 
Reading Comprehension 
Read the following passage and answer the questions 
Two of the most promising sources of enetgy for the future are nuclear 
power and soiar power. Both sources of energy have numerous advantages 
and disadvantages which must be considered in the development of energy 
programs. 
For several decades, many governments have attached great hopes to 
nuclear energy as a less expensive alternative to oil and other fossil fuels 
However, opposition to nuclear energy has increased in recent years. One of 
the main concerns of the critics of nuclear energy is the damage that the 
release of radioactive materials could inflict upon communities surrounding 
nuclear power stations. Harmful materials could cause serious health 
problems for individuals and could have disastrous effects on the 
environment. Another issue concerning nuclear energy involves using nuclear 
plants for the manufacture of nuclear weapons. This is especially a point of 
concern about countries with unstable governments, where nuclear matenals 
could easily be used for non-peaceable ends by terrorist groups. 
Solar power is the other energy source over which there are differing 
opinions. One of the main advantages of solar energy is that the pnmary 
required resource - the sun - is abundantly available over, most parts of the 
earth. Also, if a country's mam source of energy were to come from solar 
power, it would not have to depend upon other countries in order to maintain 
its energy supply. The main negative feature of solar power is that the 
technology is still being developed in this field and is not yet sufficiently 
reliable or cheap enough to compete with other sources of energy. 
I. Multiple Choice 
Tick the correct answer— 
1. A promising source of energy is 
a. Man Power 
y b. Nuclear Power 
c. Hydel Power 
d. Atomic Power 
2. Nuclear energy is an alternative to -
^a. Oil 
b. Sun 
c. Water 
d. None of the above. 
3. Damage can be caused by -
/ a. Nuclear Energy 
b. Solar Energy 
c. Hydel Energy 
d. None of the above. 
4. 'Harmful materials' refer to -
a. Oil 
b. Fossil fuels 
v^  c. Radioactive materials 
d. None of the above 
5. Solar energy is available in 
a. The tropical parts 
^ b. Most parts of the earth 
c. Some parts of the earth 
d. None of the above. 
6. Availability of solar energy means -
a. More dependence on sources of energy 
b. Competition with sources of energy 
/c . Less dependence on sources of energy. 
d. None of the above. 
7. The drawback of solar energy is that -
/ a . Technology is not reliable and cheap. 
b. Technology is not fully developed 
c. Technology is not dependable 
d. None of the above. 
8. In the passage above, the writer speaks of -
a. Need for solar power 
b. Hazards of nuclear power 
/ c. Hazards of nuclear power and advantages of solar power 
d. Advantages of nuclear power. 
9. The tone of the passage is -
a. Sarcastic 
b. Humorous 
c. Indifferent 
/ d . Analytical 
10. The title of the passage can be -
a. Nuclear Energy 
b. Solar Energy 
/ c . Nuclear Energy Vs. Solar Energy 
e. Numerous sources of energy 
II. Cloze Test 
Fill up the blanks. The first few blanks have been done for you. 
[Nuclear accidents have led to the implementation of safety rules regarding 
the construction and operation of power stations. A goal of this safety rule is 
to minimize population exposure if radioactive materials are released.] 
The most effective way of (ensuring) that as few people as (possible) are 
affected by radiation is (to) locate nuclear power plants in (areas) where the 
population density is (low). Also, emergency response planning is a (means) 
by which the communities surrounding (nuclear) facilities can attempt to 
protect (themselves) from the dangers of radioactive (materials) released into 
the atmosphere. 
III. Editing Test (Error Test) 
Identify the errors in the following lines and write the correct form in the 
space on the right: 
Serious nuclear accidents in the past have led to 
the ^^ ' of strict '^ ' rules 
regarding the (3) and operation of 
nuclear power stations. There are at least three 
goals of such safety rules. First the most '^^^ 
goal of *^^ nuclear safety 
program is to reduce the '®' of accidents. 
such probability One effective way of '''^  
^^ ' using reliable, tested designs 
'®' in the ^^°' of nuclear power 
plants. 
1 
2 
3 
4 
5 
6 
7 
8 
9 
10 
Implement//Implementation 
Safe//Safety 
Constructing/zConstruction 
Obviously/v^Obvious 
/Any/Many 
Probable/zProbabiiity 
Reduction/zReducing 
/Involves/Involving 
Piactical//Practices 
Plan//Planning 
IV. Recall Test 
Try to recall the reading comprehension passage which you read and wnte 
down everything which you recall in about 150 words 
Questionnaire 
(To be filled by students) 
1 Name 
2 Age 
3 Mother tongue 
4 Educational Qualifications 
Arts/Social Science 
5 Other languages known 
6 Language proficiency {use tick mark ^) 
Language Understand Speak Read Write 
a English 
b Hindi 
c Urdu 
d Any other 
7 Which language do you use in reading for pleasure 
8 Which language do you use in reading for professional oral information/technical 
information 
9 Which language is used onmarily by you in written communication 
10 Does your background knowledge help you in reading Yes/No 
Reading Comprehension 
Read the following passage and answer the questions 
Man has not sprung up just from primitive man to the present civilized 
man and his society from the primitive society to the complex state of 
today. In the beginning isolated human species was overawed with 
natural forces like lightning and thunder, storms and tempests, even 
rivers and mountains, light and darkness and was frightened to be 
alone. He was unprotected and in constant danger of survival. This led 
to the formation of groups where he was to find shelter and protection 
against hostile nature and dangerous animals. There could not be any 
concept of family in this primitive society. There was no material 
advancement and, as such, there was no concept of property. Hunting 
was the source of existence, consuming most of the time. There were 
no problems. To preserve the unity among the members, blood relation 
was the best instinct, woman was, therefore, made the leader of the 
group. This is the reason we find in many primitive communities, the 
domination of mother. 
Gradually, these groups grew strong, united and ambitious. Fight was 
the natural expression of strength. This gave recognition to martial 
qualities of individuals. Man began to love and respect the muscle 
power. The mightiest was naturally recognized as the leader. This 
began the end of 'mother' era and the beginning of domination of man 
and, in course of time, the emergence of chieftains, group leaders 
called by various names in different places. This process or stage was 
also to evolve the concept of marriage by way of necessity to preserve 
the martial qualities of group leader. The concept of family was a natural 
consequence. In the beginning, both these institutions were loose but 
slowly the foundations grew stronger and family and marriage were to 
be regarded as necessary and their preservation was essential. These 
necessities were to accord more arrogance and power to the mighty 
possessor or muscle power. With constant, fights among different 
groups, a group of fighting men inside a particular group clustered 
around the mightiest with the fighting equipment they had and this state 
evolved kinship and monarchy. The mighty being became the source of 
inspiration and symbol of Godhood in the beginning. His word was law. 
I. Multiple Choice 
Tick the correct answer— 
1. Society has moved towards-
a. Barbaric society 
b. Primitive society 
/c. Civilized society 
d. None of the above 
2. In the beginning, man was afraid of-
ya. Natural forces 
b. Material forces 
c. Intellectual forces 
d. All of the above 
3. To protect himself, man formed-
a. Families 
b. Friends 
c. Pairs 
^d. Groups 
4. Unity among members was preserved by-
a. Hostility to other groups 
b. Maintaining class relationship 
/ c . Maintaining blood relations 
d. None of the above 
5. In primitive society of the leader of the group was-
^a. Woman 
b. Man 
c. The oldest man 
d. Newly wed woman 
6. The concept of marriage evolved in order to-
a. iVlaintain unity 
b. Protect oneself 
c. Preserve the concept of family 
/ d . Preserve the martial qualities of group leader 
7. The title of the passage could be-
/ a. Evolution of man 
b. Evolution of human relations 
c. Evolution of caste system 
d. Evolution of patriarchy 
8. According to the writers in the primitive society-
/ a. The concept of property did not exist 
b. The concept of property existed for a few 
c The concept of property for all 
d. None of the above 
9. The tone of the passage is-
^a. Analytical 
b. Indifferent 
c. Humorous 
d. Sarcastic 
10. In the above passage, the writer speaks of-
^a. The emergence of division in human society 
b. The emergence of intellectuals 
c. The emergence of inventors 
d. The emergence of warriors 
II Cloze Test 
Fill up the blanks with appropriate words. The first 3 sentences 
have been done for you. 
In the beginning of this era, man was quite ignorant and overawed of 
the natural forces and his surroundings. To him every object of nature 
was a mystery. He started worshipping nature. 
Out of fear man worshipped (Gods) and Goddess. Rivers, mountains, 
trees, (winds). Thunder and rain were also (worshipped). Some men 
among them tried (to) find ways and means to (be) equipped. Clash and 
necessity forced (him) to exert pressure on one's mind. (Some) of this 
class became successful (in) inventing weapons as a better (means) of 
warfare. Some also dived (into) mind and sought answers. 
III. Editing Test (Error Test) 
Identify the errors in tine following line and write the correct form in the 
space on the right. The first one has been done for you. 
As society developed it became subject to 
classification and ^^^ . The 
intellectuals were *^ ' 
followed ^ ^^  
up as supenor, 
the mighty. The division was 
recognized in India alone. The composition 
'"^^ society into four classes can be 
^^ ' on, close scrutiny *^^ any part 
of the world because sections of human 
society had to *''' the same process. 
There is no justification *^^ this on the 
(9) of birth or blood. The caste system is 
unnatural. It is the creation of greed and 
*^ °^  . It benefits only a few. 
1 
2 
3 
4 
5 
6 
7 
8 
9 
10 
divide/^division 
/looked/look 
/by/on 
off//of 
/viewed/view 
/in/is 
v'undergo/undergone 
on/for / 
basic/zbasis 
selfish/zselfishness 
IV. Recall Test 
Try to recall the reading comprehension passage which you read and 
write down everything which you recall from the passage in about 200 
words. 
